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Or9anization of Final Report

The final report of the Special Education Simulation and Consultation

Project (SESAC) is presented in two parts-. Part I is a description of

project goals, objectives, procedures, results, and derived learnings.

Part II.represents the conceptual framework, its application in an operational

plan, and finally a series of papers which demonstrate training activities

used with the various client systems in the State of Michigan.
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The Special Education Simulation and Consultation Project:

A Cooperative Project of the Michigan State Department of Education

And the Institute for Study of Mental Retardation and Related

Disabilities, The University of Michigan

1. Rationale and Needs

Many special educators have been redefining their role within the larger

system of education because of their disendhantment with the traditional

service delivery system, i.e., the special class model (Dunn 1968). Major

changes now occurring in special education, such as the integrated programming

model using the itinerant teacher in resource rooms, are, in Gallagher's (1971)

opinion, too superficial. He sees a need to "redesign special education and

the,attitude toward the whole delivery system of services. The cry for change

comes from all categorical areas." He goes on to say'that some of the major

headaches in special education relate to the absence of an effective back-up

or support system for the special class teacher or clinician.

John Melcher (1971) cautions that although special educators are striving

for the "normalization" of educational programs for handicapped children,.they

should be aware that a large percentage of regular teachers and administrators

continue to advocate the special class or serregated approach as a means of

serving children with special needs. 1any special education teachers have

_developed programs for normalization in an in-service capacity and have worked

with the regular classroom teachers in their individual situations. They have

been able to work out cooperative arrangements so that some of their handi-

capped Children could be integrated into the regular classroom for part of the

I
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day. This approach is highly individual and may involve only two or three

regular classroom teachers. While this approach should be fostered, it pro-

vides for the normalization of relatively few handicapped children, and only

after the child has been so identified and placed within the special class

model. The primary issues of identification and alternatives in placement

are not dealt-with.

Mercer (1970) has charted the referral and placement process in publx

schools In Riverside, California, in an epidemiological study of mental retar-

dation. She indicated that once a child manifests a combination of low

academic achievement and an inability to play the ascribed student role,

he is likely to be perceived as mentally retarded by the classroom teacher.

The elementary teacher is one of the key individuals in the labeling process.

The other key figure in the school is the building principal, who must put

stamp of approval on children who are being placed -for special services.

Once the regular classroom teacher identifies a child as having proLlem, it

is crucial that help be provided with whatever resources are available. The build-

ing principal is a key resource in identifying personnel who can be

helpful in problem resolution. Fostering an atmosphere of mutual support for

children and teachers is primarily the building principal's responsibility.

Morse, Cutter and Fink (1964) reported that most building principals who

are in daily contact with programs for disturbed children have had little

specialization in working with the disturbed in their professional training.

They mentioned they felt uncomfortable in making decisions concerning these

children when they did not have adequate insight. While they saw the need to

broaden the scope of their programs for handicapped children, they also'felt

inadequate in their knowledge of what was the best for these children. They

indicated that more and better in-service education was needed for both

administrators and teachers.

S
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One of the major. objectives listed in a recent document entitled,

"State Plan for the Delivery of Special Education Programs and Services,

February, 1971:' was to increase the knowledge and understanding of handi-

capped persons among all educators in Michigan. It was noted that one of the

most disturbing and stubborn obstacles to the delivery of special education

programs and services to handicapped is the attitude of general educators.

In order to improve this attitude, the Special Education Services of the

Michigan Department of Education indicated that they would utilize the following

strategies:

1. Encourage local and intermediate school districts to provide

inservice training to acquaint all their teachers and

adMinistrators with the field of special education and handi-

capped children.

2. Participate in local and intermediate in-service training programs

4k

for general educators by providing Special Education Services

personnel as4)resentors or by assisting in the planning.

3. Develop and sponsor institutes, conferences and workshops to stress

educational,programming based on individual differences for general

educators.

It is the responsibility of the leadership personnel in Michigan to move

general educators to a new level of awareness and cooperation in the delivery

of services to handicapped children through in-service training. Professionals

in the state department iDf education and in universities, and administrators

within local and intermediate school districts could participate in such a

training effort, In the final analysis, however, it is the latter leadership

personnel who will be charged with the task of providing continuous support as

programs evolve and are implemented.

-3-
C.



The work of Burke and Sage (1970) is a recent example of how special

education administrators haie attempted to change the attitudes of general

education administkators. Sage (1967) under a grant from the Bureau for

the Education of the Handicapped developed the "Special Education Admini trators

Task Simulation (SEATS) Game."

The SEATS game (Sage 1971) is described below:

The SEATS Game consists of both background material
and task inputs demanding problem solving activity. The

materials utilize both written and audiovisual media/with

the Major input of tasks taking the form of a communica-

tion in bdsket, supplemented by telephone filaj
claSsroom observations, and role'layed conferences. The

co 'tent was selected with the objective of,broad sampling

o situations confronting the director of'special educe:-

on in a medium sized and typically organized administra-

tive structure involving a comprehensive program of special'

education services.
The background material was designed to provide a

realistic framework from which decisions and actions could

be determined. -Information/is proVided to establish both

factual data and general/feeling tone in order to enhance

the participants' invqhiement in the problem situations.

Unlike .previous schp6I districtsimulations, the. environment

for the'SfATS Game was not taken,directly from any existing

locality, but,r6Presents a composite of a number of real

places and organizations. ,This composite resulted in a

school district of sufficient size to guarantee the 'exist-

ence ofzchildren of all types of exceptionality, yet too

small to permit independent operation of programs for,some

of the low incidence types of.handicdps, and therefore,

requiring cooperative arrangements which are characteristic

of many actual special.education organizations, and which

constitute a major source of the problems peculiar to

special education.
In recognition of the fact that community socio-

economic conlitions have influence on the-development of

special education; the background materials were contrived

so as to present issues for'consideration most representa-

tive of those facing the greatest: number of persons in the

field. State laws and administrative regulations were
simulated to represent a composite of those to be found

in states occupying a L.,1 average position in terms of

sophistication and development at the state level, but

leaving noticeable room for growth and improvement.

-4-



Burke and Sage found that when they used the SEATS Workshop with regular

administrators playing the specialist role, they obtained the following

results:

1. That building principals were less inclined tollthink that all

handicapped persons should be placed in special education classes.

2.' That moderately handicapped children could be placed in the regular

claSsroom..

4. That the special education administrator should not have the sole

responsibility for handicapped children within individual school

buildings.

The authors concluded the following about their experiment: (1) that

the workshop could be lengtl*ned toobtain better results, (2)-that a control

group could be utilized to more clearly demonstrate the workshop's effective-

ness,ness, and (3) that this type of workshop appears to have great potential for

helping the local special education director form a.better and more effective

working relationship within his district. The use of the SEATS in this manner

vicwed as a catalyst facilitating the development of new models of service
P

delivery to the handicapped children. The real program of behavioral changes

apparently is developed following the workshop, with the local special educa-

tion administrator working more closely with the general education administrator.

Burke and Sage reported on one follow-up of the workshop done in New

York in the spring of 1970. At that time, eleven of the twenty principals

wno part.' )ated in the workshop were present and expressed continued concern

for progranIming, and a willingness to invest more of their own time in the

programming for the subsequent year.

carmen (1972) attempted to explore the possibility within the Special

Education Administration Task Simulation Exercise (S.E.A.T.S.) Lo test a human

1. 1
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relations laboratory training experience and its'effect upon the decision making

responses of administrators to problem solving and human relations problem

diagnogis. Within the context of the State Education Agency Simulation

Exercise (SEASE) developed by Sage and Sontag (1971), Carmen sought to detormine

whether or not the 20 subjects, 18 incumbent state officers, and 2 graduate

students randomly divided into experimental and controlled groups, would

engage in different activities after a weekend of human relations laboratory

training. The human relations training occurred during the middle of a two

wee), training program using the SEASE. The resource model in this study wa-. a
Vi

pre and post test control group design. The depender& variables included

group problem solving and human relations problem diagnosis. Results Indi-

cated that participants who underwent the human relations laboratory_ raining

exhibited no significant differences in group problem sopinq and human

relations diagnosis. Contrary to what was predicted the experimental group

l'ecame Open and more withdrawn cr,vr the thiee testing period years of

the study. The author suggested that more would be needed for in laboratory

nd the two days that were used in this experiment. He recommended

careful --iereening of appllcarrts fur selection the human relations training

should also. he undertaken.

If behavioral change is to be sustained after similar workshops, the

.ipectal education administrator must provide the general education administra-

tor with continuous support. There is not sufficient evidence to suggest that

simulation workshops promote significant change over.extendedperiods of time.

The issue needs further study.

Lingdon (1972) surveyed building principals who hid operational prOgrams

for educationally handicapped children in their schools with those principals

who had no programs for the educationally handicapped. He employed a stratified

' 9
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e

sample of el,tlentary building principals from 16 CaAfornip school districts,

using ethnic minority, density, and size of,school districts as the factors in

Lh A. selection process: The sample population included'61 building prin*cipals

who had educationally handicapped programs and 80 without such groupings. Data

,.:as obtained using an extensive mail questionnaire.
. -,-;*'

In terms of principal's characteristics, kiTncipals who operated EH

programs tended-to be younger, -tended tO/be in their schools fewer years than

those principals who did not'have EH pregrAms, and.tendea to be ones tvho had

taken their graduate education programs outside of educational administration.

These principals. also viewed Ea programs as successful as they returned

children hack to their regular grades. They indicated that they were moderately

successful in achieving that goal. ,These administrators felttheir districts-
*

could not be as effective without such programs.

It was recommended to the State Department Of bducatiOnand the local

k.
school districts that principals need specific information .4bout educational

handicapped programs and students. The principals need assistance in developing

and establishing Ell'programs intbrvening with behavior.. problems and giving

remedialassistance. The study also indicated that additiorCal'research was
Ai

needed to determine the qualitative nature Of the buildibg principals'

involvement in'dist idt. policies regarding the establishment of programs for
.

o Lir educationally handicapped. It'was suggested that continued studies of

attitudes towards educational handicapped programs, special education course

work and experience would be variables affecting.-the establishment of/or

gual ty of education handicapped programs., I
The skills needed to sustain, significant behavidr change in the

principals go beyond providing technical information. Sage(1967) found

-7-



in the CEe report on Professional Standard of Administration that technical

skills were given a relatively strong emphasis by doctoral'students.in special

education administration. Administrators of special education who were the

subjects pf a random sample differed from the students, however, in that they

believed human skirls-required a greater time commitment than technical

skills. 'Based on a study of tasks as perceived by general and special

education administrators or supervisors, Sloat (1969) recommended that leader-

ship personnel develop the human skills that are required to meet the expecta-

,,

tions held for them by others. He suggested field training'and sensitivity

workshops in conjunction with formal course work be used as vehicles for

developing further the human skills of education leadership personnel.

In the most recently published study of the role of administrators of

special education programs, Kohl and Marro (1971) reported that over three-

fourths or 022 of 1067, of those surveyed felt that school system in-service

programs wore very important. The authors also solicited the amount of timo

,both these administrators and elementary building principals devote to pro-

fessional growth activities. They reported a mean of 7.6 hours per week for

special educators,and a median of 5 hours per week for elementary principals.

In addition, institutes or workshops were ranked as +.e most valuable types

of training experience:,..

qithin the state of Michigan, the Michigan Association of Administrators

of Special Education has already coOmitted time and energy to professional

growth and development activities. They expressed an interest in pursuing

the use of simulation as a vehicle for training.

The human skills in administration described by Katz, (1955) relate

closely to those described in the literature on consultation. Consultation

has been defined by Rhodes (1962) as "a person-to-person transaction.which is

contracted to resolve problems asspciated with work roles. It is a human

exchange involving the offering and acceptance of assistance, in which the



recipient opens himself to the change effect of the assistor. The immediate

goal is probleM resolution, the long term goal is permanent change in the

problem-Solving approach of the recipient."

Unlike an outside consultant to the educational system, the special

education administrator has a formal, intrasystem relationship to others

in the school district. His freedom of movement is restricted because of

t

his legitimized authority through role description and role .expectations.

The administrator, however, can gain from the knowledge of consultation

theory new insights into planned change within individual building programs

as well as in the entire school district. Some basic concepts in consultation

I

theory that relate to education settings are planned entry, development and

.maintenance of a relationship, feedback and evaluation procedures, and

finally, withdrawal techniques.

In summary, the special education administrator is a crucial keystone

position within school systems. IC new models of service delivery are to be

realized in local school nuildings,tffe. administrator of special education ,

must play a leadership role. A vc-hicle was suggested:- in- service training

of building principals in the theory of simulation methodology, and continued

support of them by special educators through consultation. Followug will be an

integral part to determine the effectiveness of the intervention.

2. Objectives

1. To train special education administrators as co-trainers in the utiliza--

tion of the SEATS Game as a catalyst to change the perceptions of general

eduation administrators (superintendents or assistant superintendents

building principals) toward special education programming.

a.' to provide knowledge and present the status of spec al education

today.

-r
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b. to change the attitude of general education administrators toward
a

the delivery of services to handiapped Children in their school

district.

2. To train special education administrators in consultation skills in ordr

to develop the Skills of general educators as resource personnel in the

development and implementation of more integrated models of service

delivery to handicapped children.

3. To evaluate the effectiveness of the SEATS model for in-service training

of building administration by determining the extent of change over.time.

4. To develop new- support systems for both the regular and the special

education classroom teachers thrOugh the building principal.

5. To stimulate the development of more integrated service delivery models

for handicapped children within their individual school buildings.

3. Prototype Training and Consultation Model

A. Planned Change Model

The Planned Change

procedures by which an

Model is a generalized model which outlines a set of

innovation determined by a system is identified,,,

fined. The SESAC Project used this model, in establishingimplemented, and susta

an instructional program at the local district level which Worked toward the

goal of integrated service delivery to the mildly handicapped child. The

process illustrated in the model-was used in each district to aid them in

the planning and implementation of their program.

Figure I illustrates the model as developed by Havelock and as modified

by the Project. The model consists of six stages with overlapping features.

The first stage is building a relationship and refers to establishing and

16
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defining the consultant'role, During this stage decision-makers in the Local

School District are identified,- and through their input the parameters of the

District's value system and goal priorities are defined. This stage overlaps

with the other stages in that maintenance of client satisfaction is'a must.

During stage II, diagnosing the problem, force field analysis is used to

further define the District's priorities. Additional details are added to

District goals in terms of resources available in the system, as well as

restraints which could block the completion of the goal. Force field analysis

is the beginning point of a needs assessment. Needs assessment defines the

scope of the problem by providing baseline information. Local district

personnel were trained in these technologies by the Project.

During stage III, educational personnel were trained to identify

resources within their district, allowing them to implement their objectives.

Resources were provided linking one district to another where appropriate, and

subsequently, alternative solutionsto the problem were outlined. During

stages IV and V, educational personnel were trained to design interventions'

and aided in the implementation of their designs.

Through the stages of planned change thq development of the interface

between general and special education was advanced. By using this model to
ti

involve the system, the Project accomplished two things: (1) the likelihood

that the innovation Continue and (2) skills and procedures whiCh enabled the

district to replicate the process on a new problem which is the final stage

of the model.

The rationale which prompted the Project to employ this particular model

is the following. Once the district program has been designed, it is desired

that the treatment effect be continued after SESAC terminate's. This means

that the team trained in the planned change process are able to,continue its
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work because they have been trained in the technologies by working through a

pkoLlem with SESAC gidance.

The team, by the experience Working on the district program, learns how

the change process relates to target audiences and instructional formats.

Figure 2 illustrates this relationship. The team is trained in strategies

for soliciting input and support from significant decision-makers, and in

coordinating the effort with several target audiences.

B. SESAC Procedures

The Planned Change Model was implemented by the following set of

procedures. The Project employs a trainer of trainers strategy. After

initial phone. conversations and meetings, a Prototype Workshop was run.

This was the firSt exposure to the Special Education Administrators Task

Simulation (SEATS) Game. The Prototype was how the Project first involves

a district. The audience consists of Special Education Directors, Super-
---

intendents or Assistant Superintendents, and Administrators from Support

Services. The SEATS was also run for the Building Principals from each

district. The SEATS game was used as.a preliminary diagnostic instrument

with each district. During this building relationship stage the workshop,

also provided an opportunity to meet the client system and to, introduce them

to the Project.

The SEATS (Sage, 1972) game simulates the role of the Special Education

,Director in a Local District. Examples of coordination of problems between

general and special educat1Nn both at the administrative level and at the

online teacher level are included. The simulation illustrates how apparent

individual problems at various administrative levels are really symptoms of

'a large district-wide problem. The adminiStrators use the metaphor of the

simulated district to begir o define major priorities for their own district.
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Additional definition occurs through the input of an advisory'group

representing the educational personnel. This team was the first group trained

by thi. Project, thi.ir function being Lo Lrain others. As eo- planners and

implementers of the district program working in conjunction with the SESAC

staff their role was well defined. Figure 3 summarizes SESAC's role in terms

of training audiences. Table 1 describes target districts.

4% Problems

A. Expected Problems

The most obvious problem the project staff experienced was the

communication gaps that lead to low enrollments in some individual district

workshops, delayed follow-up and entry into in other districts.

The key variable in project relationship with individual districts is

,seen-as the security or the level of risk taking behavior individual

directors of special education feel or are willing to engage.'

The SESAC project staff, therefore, restrained from initiating

some entry behaviors which would intimidate directors. Major emphasis

was placed on providing non-evaluative feedback and generating

alternatives to foster a climate of cooperation rather than coercion.

The acceptance of students as consultants by these districts was also

dealt with directly in sessions with directors and consultants.

Additional expected problems included heavy time commitments for

all SESAC staff and the field personnel as well. The lack of data

responses from control group #2, which includes principals from second

year districts, principals who were not receiving either simulation

training and/or consultation services were also to be expected. The amount

of time required to complete the data forms was evidently too time consuming

for most randomly selected control subjects.

n
G
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TABLE I

SESAC PROJECT

SCHOOL DISTRICTS -.YEAR I AND YEAR II

YEAR I

SCHOOL DISTRICTS. SIZE ISD

Ann Arbor 19,200 Washtenaw

Bay City 16,000 Bay

Birmingham 18,000 Oakland

East Detroit 13,000 Macomb

Van Dyke 7,200 Macomb

Warrenwoods 8,900 Macomb

Garden City 14,000 Wayne

Jackson 15,000 Jackson

Kalamazoo 19,000 Kalamazoo

Lansing 32,500 Ingham

Saginaw 23,000 Saginaw

Wayne-Westland 21,000 Wayne

YEAR II

SCHOOL DISTRICT SIZE ISD

Dearborn 22,000 Wayne

Ferndale 13,000 Oakland

,Grand Rapids 35,000 Kent

Hazel Park 11,000 Oakland

Port Huron 15,000 St. Clair

Region 4 8,000 Washtenaw

-17-



Finally, thi:! project director felt that Ann Arbor and L nsing were

already :nundated by University forays, and that this would severely

hinder the SESAC's project successful initial entry into these districts.

After three years of relationship building, the SESAC project is just

experiencing significant entry into Ann Arbor; Lansing terminated

its relationship with the project after simulation training.

B. Unexpected Problems

The most significant unexpected problem encountered in the project

.

was the late resignation pation of the project's principal investigator on

August 10, 1973. This personnel change precipitated a chain of reactions

that will be presented below under departures,

A second problem was the inordinate or seemingly infinite amount of

time it took to introduce, clarify, re-define and re-clarify each major

_commitment from local school districts. Delays in obtaining commitments

made the SESAC staff revise their project time table back by at least six

weeks. It made follow-up time in the consultation phase upto ten weeks late.

5. Departures from the.Original Project Plan

Personnel

As indicated above, personnel changes caused the SESAC staff to

consider alternatives to staffing the grant. In late summer when the

principal investigator's resignation was submitted, it was judged to be

very difficult to attempt to replace the Principal investigator. The

SESAC project staff recommenced to the first year directors and consultants

the following alternative staffing pattern:,

(1) Dr. Burrello as Project Director would move from a 20% time

- commitment to a 50% one effective September 1st.

-18-



(2) Two project associates be retained instead of employing the

principal investigator. First year continuing consultation

functions would be split from the second year simulation and

initially fact-finding functions. These project associates

would be assigned at least 60% or 24 hours per week and would

work directly under the supervision of the Project Director

for 1973-74.

(3) In order to overcome the lack of administrative credibility

of the project assistants and to fulfill the continuing

training objectives of the first year district personnel, the

SESAC project would begin to eStabligh a statewide consultation

training network by expanding its human resource pool to include

first year directors and consultants, who in conjunction with

project staff, would participate:

1) as co-trainers with SESAC project staff in the simulation training of

second year district building principals; and 2) as co-consultants with

project ztaff in other first year and second year districts on the basis of

indicated needs and interests and skills. The match of first year

participants with specific kinds of problems will be under the direction

of the Project Director. The research project costs include reimbursing

first and second year directors and consultants with'astipend plus the

expenses of their involvement in the project. A time commitment of three

days per month during the simulation laboratory training and approximately

two days_per month during the consultation phase was also earmarked.

B. Cross-District Technical Assistance

A second revised training objective was to plan and implement

five technical assistance workshops, which involved bringing-'to the

SESAC project expertise from within or outside the State of Michigan;

individuals who will participate with project staff in developing work-

shops around specific issues such as program needs, assessment, educational

planning, team building, progress evaluation, and others.

For first year directors and consultants, a survey of specific training

needs was undertaken. Besides continued participation in simulation training,

44
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they indicated interest in topics cited above. The SESAC Pv,/oject staff also

sought a vehicle to maintain the group cohesiveness that evolved from the
A

monthly consultation seminars. Consequently, the SESAC,Project provided a

series of 4-5 technical assistance workshops on these topics as well as to

continue district-wide sharing with one another during the 1973-74'year.

C. Training Intermediate School Districts and State Education Department

1. Rationale

During, the first two years of the Project, SESAC worked with eighteen

mid-city school districts. The third and final year of the Project was designed

to carry our.learnings from these local districts to the next organizational

level in Michigan--the intermediate school distriCts. This was implicit early

in 1972, but with the new State Director in Michigan, it was mandated that the

Project move to this population.

The intermediate districts represent the method the state has devised for

aggregating school districts and distributing fuhds. They are truly intermediary

In that they support local functioning and act as a cOordinator between, the

State Department and local districts. The evolution of the role of the

intermediate has been gradual from somewhat amorphous county districts to a

more highly organized regional entity. The Mandatory Act H198 provided a new

and dramatic impetus to the development of viat:qe intermediate districts through

giving them responsibility for planning, monitoring and evaluating special

education programs in local districts. ,This was highlighted by the lack of

good management systems at the ISD level and brought into focus the conflict

between monitoring or evaluating programs and enforcing compliance with the

law and the more traditional role of program consultant/advisor. The State

SpecTal Education Director required that the SESAC Project transmit its

learning to this vital group in the state's delivery network.

-20-
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Conceptual Framework

It was decided to use Organizational Development as our broad conceptual

basis for describing S.E.S,A.C. activities and the kjnd of approach we used

with school systems. Earlier, a planned change model was identified. This

is not really a split in conceptual orientation but rather an extension and

'elaboration. For this purpose, O.D. can be defined as'"a professional field

which utilizes the processes of planned change in order to assist organizations

to develop successful methods of self-renewal within the integrity of their

environments." This is a somewhat simplified synthesis of he definitions

of Beckhard (1969), Burke (1972), Hornstein (1972), and Sclein (1969) and was

intended to emphasize the. focus on the organization and its n. s and culture

rather than un managerial training, as.--NO. This framework is onsidered

appropriate for schoolsysteths in that it stresses systematic plann and

Eroblem-,,oiving rather than changing individual psyches and involves the

in ,P.amininq its own social processes (such as decision making and communication)

ond legitimizo$ and institutionalizes procedures for adapting to needed change.

1' r a 1,ri _:rm process which can help an organization through a crisis as

w.,11 a.. develop methods for self-renewal and planning. It promotes training

a(J.tv.,t rather than a passive pursuit for the trainee and puts the .

:ontext for that training in the everyday work of the organization itself.

ipplying behavioral science and systems knowledge to action for the

of making organizations more effective. Although the short time

w:1_6 the 1SDs did not allow for a full exploration and development of

,),;)., th ,onoptualization does provide administrators with a helpful

f_11.,7 could use and build- upon in the years ahead.

Pl anrai rtfj Phase

Ft was apparent from the start that S.E.S.A.C.- could not work with all

ISDs and that some method needed to be devised to select a workable number

2
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'1

given our limited resources of staff and time. To help usin this process,in

an advisory committee met in August to assist us in developing strategies

to inform the, intermediate schOol districts of S.E.S.A.C. and what we could

offer.them. In attendance at that session were the State Director of Special

Education and staff of state consultant/supervisors as well as the directors

of special education at Ingham, Muskegon,tand Jackson intermediate school

districts. rhis group discussed the problems faced by the intermediate school

1974,

district and 'began the process of prioritizing those concerns which essentially

revolved around unclear role definition for the intermediate and lack of

management systems with which to deal with data collection, evaluation and in-service

functions. It was,made clear that there are a great number of differences between

intermediate school districts across the state in their level of organizational,

sophistication and the ways in which they relate to local districts.

Both the S.E.S.,A.C. staff and the advisors supported making informatio

about S.E.S.A.C. mailable to all the intermediates and allowing them to self-

select participation;. No process for doing this was defined at this meeting.

S.E.S.A.C. suggested a State Department team participate in the training offered

and a state liaison was'assigned to the Project. The initial focus was to be to

provide an orientation of S.E.S.A.C. to the Intermediate school district director

and whomever he chose to involve in order to increase their understanding of

S4E.S.A.C. so that they could decide whether or not to participate in the training

sessions.

In September the State Department mailed an invitation to all intermediate

school directors of special education to attend a 1 1/2 day workshop to learn

about S.E.S.A.C. and to explore the possibility of utilizing the project's

resources in their districts. During the October workshop with the directors,

S.E.S.A.C. set all of the technologies, processes and interventions demonstrated

`Z
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in local districts to the Organization, Development perspective. S.E.S.A.C.

also outlined the underlying values of O.D. to prompt making their own values

explicit. From this overview, the temporary task force structure was explained

as a short term 0.D. intervention with considerable probabilities for replication

in-dealing with specific organizational problems. (See TABLE II.)

The temporary task force model based on Luke's (1972) ten components

was the strategy for forming a task force as well as for the evaluation of the

task force training effort in June. It also became the focus of the service

offered to self-selected intermediate school districts, Those interested were

to define a, problem area that could be dealt with in a 6-8 month time span, at least

to- the point of developing a plan for implementation the following school year.

They were to consult key decision makers in their system and begin thinking of

possible task force members whose resources would be vital to solving their

particular problem. They were asked to return in November with at least one or

two aoditional staff members to further explore'their problem area and to decide

whether the task force model as proposed by S.E.S.A.C. would be beneficial to

their system. Of the 31 directors present, about 10 agreed to. return in November.

Six monthly one and a half day training sessions were developed to support and

assist the task force in problem-solving as well as to provide training that would

enable them to use the intervention in the future on other problems.

Additional rationale for the task tore approach was as follows: It would allow
AV

each district to focus on a need of importance to them; building a team that works

off-site and on-site together supports both individual learning and organizational

change; teams, focus on competency, not power; groups can generate valid information

for effective problem-solving and decision making; the on-going work back home

would provide for immediate transfer of learning from off-site training; it was

a viable, teachable model in the time frame suggested.

At the end of the November session, six ISDs had committed to the training
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via the task force model. Two others needed to defer decision making until

they conferred with others back home. On-site visits were scheduled with each

diStrl"t. :ie:islonl; were th to enable S.E.S.A.C. to touch base

with top policy makers (superintendents), to assess the commitment level to

and understanding of the chosen problem focus at both task force and decision

maker levels and to answer questions task force personnel had About,the project.

To collect this data, a structured interview With the superintendent was used

which assessed his knowledge of S.E.S.A.C. and the task force and its problem

focus, his support of the task force and his perception of the importance of the

task force problem to the organization. Next, S.E.S.A.C. met with the entire

task force and administered a short questionnaire which explored their under-

standing of the project and problem focus, their commitment to it, their

perception of why they were chosen, what support they felt they needed from the

intermediate school district, and tested the trust level by asking whether they

were willing to share their answers in the groups. (See Table III.)'

4. ,
Description of Task Forces

Th(.. following paragraphs will describe each task force, their chosen

problem focus and, factors which affected their performance.

1. Wayne ISD The two directors of their area learning centers (one

later dropped out due to vague program administrative arrangements) and three

ntermediate school district consultant/supervisor staff made up their task

force. The consultants had been on the job 15 months, the learning center

directors were new. They decided to focus on the problem of coordinating

in-service training to the local districts, both general and special education.

Before training began in January, they reduced this focus to coordinating

in-service training to the local districts, both general and special education.

Before training began in January, they reduced this focus to coordination of

3 i
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TABLE III

Description of Dissemination Training Participation

October, 1974 20

3

(33 people) 3

6

1

November, 1974 8

3

(34 people) 2

13

5.

1

2

January, 1975
through

June, 1975

(34 people)

Roles by Task Force:

ISD Directors of Special EduCation
Local District Directors of Special Education
Directors .of Diagnostic Learning Centers
ISD Project Staff (Supervisors)
State Dept. Staff Member .

ISD Directors of Special Education
Local District Directors of Special Education

State Department
ISD Professional Staff
Local School Personnel
(2 asset. superintendents, 1 principal,

2 special-education staff)'
ISD Superintendent
Directors of ISD Diagnostic Centers

5 ISD Directors of Special Education

1 ISD Superintendent
12 ISD Project Staff
2 Local District Directors of Special Education

1 Elementary Building Principal
4 Assistant Superintendent of Local Districts

1 Director of Regional Media Center=
2 Directors of Diagnostic Centers

1 Remedial Reading Teacher

1 Local Special Education Supervisor

1 Psychologist from Child Guidance

3 State Department Staff

#1. ISD Director of Special Education
ISD Staff
Asset. Superintendent - Local
Principal Local
Remedial Reading - Local

43. ISD Director of Special Education
3 ISD Program Consultants

#5. ISD Director of Special Education
ISD Consultant
3 Assistant Superintendents - Local
1 Director of Regional Media Center

47. 3 State Department Staff Members

3i
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42. ISD Director of Special Education
ISD Superintendent
3 ISD Asset. Directors

#4. ISD Director of Special Education
ISD Consultant
2 Local S.E. DirectorS
2 Local S.E. Consultants
1 Child Guidance Psychologist

46. 2 Directors of ISD Diagnostic

Centers
3 ISD Consultants



special education in-service. This is the state's largest intermediate school

district with 36 local districts ranging in size from 1,800 to 250,000 student

population. They received theiT first special, education millage fn 1974=-75. The

director in Wayne became and continues to be an avid supporter of S.E.S.A.C.

2. Kalamazoo Valley ISD - The Director of Special Education and the

three program consultants formed the task force and their focus was to develop

an evaluation model for El, EMI, and LD programs. This group probably had the

most active commitment and support from the district superintendent of any group.

This group was intact and committed in November and met every, week as a staff.

They began well ahead of other groups since their focus was an important part''

of their jobs. This intermediate district is dominated by a large-city with

sophisticated programs surrounded by more rural areas with fewer special edudation

-personnel.

3. Mecosta-Osceola ISD - The Director of Special Education, an

intermediate school district social worker, and three local district personnel (an

Assistant Superintendent, elementary building principal and reading teacher) made

up this task force. There was no support for the task force or S.E.S.A.C. in,

this district; in fact, the superintendent was openly resistant. In spite of

this, the group wanted to develop d model for helping building staffs deal with

children's problems at the building level. They intended to-work it through in

one school system successfully and, hopefully, to disseminate it elsewhere.

This is a predominately rural intermediate school district with no coordination

between districts and no leadership from the intermediate. Special education

is not a priority matter; personnel matters are handled peremptorily and there is

low morale and high turnover. This group faced the hardest-task at highest

risks and would lose two members by the end of the year to firing and resignation.

33
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4. Ingham ISD - The Director of Special Education and his three

administrative assistants plus the Superintendent made up this task force

which focused on the problem of assigning intermediate staff to local districts

in the most effective manner possible for both intermediate and locals. Ingham

is another intermediate school district dominated by a large city (Lansing)

surrounded by more rural areas. It is also the home of the state capitol and

a major university and has access to many resources. Its dVtetor is influential

and well respected statewide and is a member of our S,E.S.A.C. advisory committee.

This was another intact work group but somehow had trouble digging into their

Problem or making use of the training in the beginning. They later had a

breakthrough and went on to meet their goals in staff assignment and hope to work

next year on building teams of local and intermediate district people.

5. Sanilac ISD The Director of Special Education, one intermediate

school district staff member, three local assistant superintendents and the

Director of the Regional Media Center made up this task force originally. This

a rural district with a short history in special education and no history of

e()ordination or pIanning. The task force focus was to develop long rankle plans

for :especial education for the entire county. Support from the Superintendent

was good and commitment level high, especially since they had never worked

together. The Director retired, the intermediate staff member was fired and

the final task force consisted of two Assistant Superintendents and the REIMC

Director who focused their efforts on becoming ad advisory committee to the

intermediate district superintendent in special education and, in particular,

the hiring of the new director.

6. St. Clair ISD The Director of Special Education, an intermediate

school district consultant, two lcoal special education directors, an EI

supervisor for the city schools, a mental health professional and a local district

3
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consultant made up this task force whose focus was,to develop programs for

the emotionally disturbed including a day treatment center. This group was

late in forming, with very mixed levels of commitment to involvement with

S.E.S.A.C. and little cohesiveness due t changes in the E4Oblem by the

director and because they had never really dealt with the resistance to

training or to process learning (especially leadership issues). This

intermediate schoo1,diStrict is also dominated by one large city surrounded

by rural areas but is near to a number"of outside resources and far more

sophisticated than its rural neighbors. (S.E.S.A.C. also worked simultaneously

working with ,the dominant city school administrators.) Much of their background

work had been done by.a previous task force which.allowed them to concentrate

on getting their plan accepted.

7. State Special Education Department Three state consultants made up

this teams one of whom had been assigned as liaison to S.E.S.A.C. by the director

and who talked two.colleagues into joining him. They selected the development

of a complaint procedure on nbn-compliande as their focus and narrowed

down to writing a Oocument outlining how state staff will deal with formal'

complaints,.-They had little time to meet back home due to work pressures and

their foeus did not really lend itself to thy tank force model on which the

el-aming was based. Commitment, at least most of the time, was moderate

dnd very sporadic and only at the end did they begin to form a team. The

issue they picked was not really of great concern to anyfof the three--

simly a job that had to get done, and probably could have been done by one

person in a few days. Having State Department staff at the sessions, however,

was very valuable in terms of their exposure to the field in anew way and,the

resources they could bring to the intermediates. No on-site visit was

conducted nor did we meet with their superior, the director, except on matters

of general concern to the entire S.E.S.A.C. Project.
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The on-site visits did enable the S.E.S.A.C. staff to become better

acquainted with the clients, showed commitment level to be generally high

and,indicated support from*''the top in all cases but one. The staff also

gained a better understanding of the vast differences in the seven groups in

terms of make-up, problem focus, interpersonal relationships, working

conditio s and demographic considerations.

The,staff's next task was to design the six training sessions to

maximize learning and give support to these diverse groups.

Description of Training Program

The conceptual framework for the six training sessions grew out of the

Organizational Development basis of the S.E.S.A.C. Project which stresses

human values and commits to self-renewal for organizations and individuals.

Lyman Randall has written, "the aim of O.D. is LC) bridge the gap between

individual needs and goals and those of the organization" . . . and "to fight

the pasi,in the present in order to choose freely the future."

Both organizations and individuals attain their goals through efte(-tive

problem-solving. Problem-solving is the orderly, rational method of

addressing needs which rests both on planning and group process skills and

knowledges for successful achievement. It is possible for an indiVidual to

utilize the stages of problem-solving and appropriate planning procedures

when working alone. When the task determines that people must work together

as the,organizational setting usually demands), then group process skills*

bec(?)me the es1;ent4d1 link eor both problem-solving and planning. Luke (1972)

i. adamant about developing. these skills for a successful task force

ndeiivor.

,;Ilowinci4the integraticin if the three interdependent

functions of problem-solving, planning and process that formed the rationale

36
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for the six training sessions. The staff designers used an eight stage

problem-solving model that combines ideas of Havelock (1973) and Lippitt

(1968): 1) identify a felt need, 2) set-goal for change with criteria,

3) collect and analyze data, 4) generate alternative solutions, 5) choose a

solution (and test when possible)', 6) implement, 7) evaluate, and

8) modify, recycle, stabilize.

The planning function covered both macro and micro planning and

involved processes such as goal and agenda setting, dividing the task into

component parts, scheduling, assigning tasks, coordinating efforts, integrating

components and a continual effort of evaluating and setting next steps,

Chant charting .and other forms of timelining deal with these processes as

do most accountability models.

In the area of group processes, the S.E.S.A.C. staff looked at the stages

,
of group development as researched by Bennis and Tuchman (1965) and used a

four-stage model cited in Jones and Pfeiffer (1973.) This model lists

deVelopmental stages of groups in the interpersonal and concurrent task

phases as follows:

Interpersonal Task

Dependency Orientation

Conflict Organization

Cohesion Data Flow

Interdependence Problem-Solving

Important to helping groups develop in this model are a great number

of interpersonal and group process skills. Therefore, it was decided to

focus our training on the following: communication skills such as

paraphrasing, reflecting and perception checking; shared leadership behaviors,

decision making (especially consensus), accurate observation skills; giving

and receiving helpful, non-judgmental feedback; and task and process

37
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facilitation which noce:,sitates leurning to differentiate between the

two.

In '.ummAry, our ohiectives for Ihe month:. of work with wit' .even

task force:, were as follow:,:

1. IndividualA will increase their knowledge of and skill in using

group process with emphasis on commumication, decision making, task and

process facilitation, leader/member functions, conflict resolution,

observation and feedback.

2. Individuals will increase their knowledge of and skill in using

a step -by -Step problem-solving process.

3. Individuals gill gian knowledge of and skill in using effective

planning processes.

4. Task'forces Will become cohesive productive teams.

5. Task forces will produce a product to meet their owi stated goals.

6. Individuals will understand the applicability of all of the above

to future work on problems/needs in their systems.

To do this the staff used an integrated process of planning and problem-

,

solving in an orderly fashion in each of the six sessions. Group process skills

and group cohesiveness was pre and post tested and each task force was

required to keep a log cf its activities, make a verbal presentation of

their project to the group and write a final report of their work.

The staff had originally hoped to emphasize cross-district resource

sharing through consultation trios and other groupings but were unable to

work this in logiztically. Some of this did occur, particularly near the

end, and it did afford the staff an opportunity to learn to introduce this

another time.

38
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D. Dissemination: Traditional Orientation to SESAC

The SESAC project was also charged with informing others both within

the State and elsewhere on traditional forums, for example, State and

National Council for Exceptional Children Conventions, other University

training programs, and to other interested people. These sessions were

primarily experiential and designed to assist the participant to effec-

tively engage the SESAC objectives and procedures. The basic intent was

to provide a living and demonstrative model through SESAC staff in order to

give the participant skill practice in planning, designing, and be a part

Of the process. Finally, these sessions were often an opportune time to

test the generalizability of our process to others who share a similar need

to those our districts represented. In other words, it provided the SESAC

staff the chance to re-run or use a training design Atact a second time.

This truly :,peaks to the unique context each consultation and traihing session

w,is originally developcd with local district personnel keeping foremost

in our minds their unique set of circumstances. In essence then, we could

not replicate any design but merely adapt it to a different set of objectives.

E. Pre-Service Training and Action Research

It may be clear by now that the SESAC staff members were almost exclusively

.doctoral :,tudents drawn from special education, educational psychology, edu-

_,
cational administration, social work, and educational mee.Surement. All were

)
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experienced practitioners with at least eight years.of teaching,'consulta-

,

tive or supervisory experience. Only the measurement personnel-were less J

experienced. Part of the draw to the project lay in the fadt that they

were all in need of dissertations,'and it was a paid experience which was

meaningful and related to their potential professional practice. Besides

these staff, others were recruited to work with staff from the same depart-

ments. Those staff were assigned as practicum students to the project.

Most staff served two full years, They all received credit for participa,-

tion in the project seminars. Listing of their dissertations by topic and

district will be presented in the results Section below.

6. Results

Introduction:

During the 3 years of SESAC, the project had 6 major components:

A) Simulation

13) Direct Consultation (meeting unique district nerds)

C) Consultation across districts (meeting needs of several districts

at one time)

D) Dissemination Training with ISD's

E) Traditional Dissemination: Orientation to SESAC

F) Pre-Service Training

The results section is organized in the following order for each of the

-project components. After an introduction describing the component, tables

illustrate the number of people trained and ,the number of days spent in

training. Following the preliminary information is a narrative discussing

the relative impact of SESAC's efforts.

4 0
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A. Simulation Component

During the first two years of the project, representatives of each of

our 18 districts experienced the Special Education Administrators Task

0

Simulation (SEATS) game. SEATS allows the participants to 'experience the

role and related workday problemS of a special education director in a ,s,.111-

i
0

ulated mid-city size local district. The project had two main objectives n

conducting workshops using this simulator:

1). To change the attitude of General Edutation administrators, so that

they could work in a more cooperative effort with Special Education.

2) To establish a common language syst4M in discussing district needs,

which in turn became a basis for futher work with SESAC.

The data collected evaluates the simulation component in terms of these two

objectives. In addition, data was also collected focusing on the quality of

the training from the vantage point of the participants.

Tables 1 reports the number of administrators trained in the two prototypes in

the two years that the component. was active. The ultimate evaluation of

thes workshops was the fact that all districts represented by these higher

levels of administrators believed the training co be of value. This is demon-
_

,-trat.A by the fact_ that each c of administrators from 18 districts re-

Tiestea that their respecUve principals also be trained using this process.

The second table (Table II) lists the number of-principals trained through

alation. These numbers are reported by districts. The table illustrates

that more were trained the first year than the second. This as because

he consultation component began the second year.

Table 3 simply summarizes the numbers of adMinistrators trained. The

rLatP1 reTortrA by administrative role and year of the project. Table 3

4
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Table 5

NUMBER OF PRINCIPALS PARTICIPATING
IN SIMULATION PHASE

REPORTED BY DISTRICT AND YEAR

YEAR 1 YEAR 2

DISTRICTS P* 1972-1973 1973-1974

Charelevoix-Emmett 16 11

Ann Arbor 11

Bay City 23

Birmingham 21

East Detroit d

Garden City 21

Jackson 14

Kalamazoo 20

Lansing 13
--,

-- Modified seats
reported on

Saginaw 6

Van Dyke 8 District Consultation

Warren Woods a

Wayne-Westland +.14

Dearborn 9

Ferndale 11

Grand Rapids 24

Hazel Park 6

Port'Huron 28 .

ry

TOTAL . 16 .167 78

*Initial prototype was implemented just,after funding was secured.
.

i

1

4 3
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also notes the two-day simulation attended by State Education Depart

per-ionnel.

ment

The net result was that a total of 303 administrators were train

A total of 19 two-day workshops were held to train these individuals.

investment in time produced the following results.

Results of Simulation

ed.

This

An external` evaluation* of the project was conducted during the first

year of the project. Operationally, the first year was devoted to simula

tion training with the consultation begainning the second year. This del

was caused by the length of time required to schedule the workshops. The

evaluation design looked at both simulation and qonsultation activities.

Consequently, only the findings of the simulation activitic are reported

here.

ay

The external evaluator, Thelma Graeb (1974), found that building prin-
t

cipals' attitudes toward integration of handicapped students improved after

involvement in SEATS. The measure used was the Rucker-Gable Educational

Programming Scale. The comparison was between the participants and a randomly

determined control group of their district peers.

This finding was confirmed by 'another instrument, the School Building ''

Statistical Report (SBSR). As the name implies, this instrument reported

frequency counts of children by category of service given by the school.

The data indicates that principals who participated in Simulation training

demonstrated the most even distribution of placements across all,categories,'

and changes In programming were towards an integrative setting. By contrast,

the controls were less likely to try integrative settings as placements.

*Thelma Graeb's dissertation

4 4
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Table 6

NUMBER OF ADMINISTRATORS PARTICIPATING
IN SIMULATION PHASE

REPORTED BY ROLE AND YEAR

ADMIN ROLE

YEAR 1 YEAR 2

1972-1973 1973-1974

*Superintendents

.*Assistant Superintendents

*Special Education Directors

Principals

1

11

12

167

1

6

5

78

TOTAL

**State Department Staff

191 90

14

213 90

*Participated in Preview Session of S.E.A.T.S. before

contracting for workshop for principals.

**Simulation developed for State Department of

Education Personnel

4
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Consequently, there is evidence to support the fact that the training did modify

attitudes.

The second objective was to produce a common language system for discussing

district needs. The simulated district in SEATS.became a common referent point in

subsequent meetings within the individual district. The examples illustrated in

the simulation became a convenient, non-threatening way for the special education

director to describe district problems. It is also interesting to report that prin-

cipals, as a rule, also were represented in these first meetings at, each district: ,

It is worthy of note, because it evidences some increase of motivation on their

part, since these meetings were not mandatory.

Table 7 reports the participants' ratings of the various facets of the simula-

tion workshop. The entries on the table are mean scores based on ratings on a 1 to

5 scale with I leing "poor" and 5 "excellent". It is readily apparent that the par-

ticipants rated the workshops highly. The Workshop for the State Education Department

was also favorably received. The original State Special Director, whose support was

instiumental in the design of the project, Marvin Beekman, retired during the middle

of the first term. Murray Batten was appointed to that position. The State Directors

Simulator (SEASE) was used as a vehicle to orient the Director'and this staff to the

SESAC project and to acquaint them with the simulation methodology. One week after

the new director took office the workshop was held.

Table 8reports how that audience judged the simulation. Verbally summarizing

that table, there are several points to make. All of them agreed the simulation

approach was highly appropriate, interesting and very realistic. Reports continue to

be received from SED staff regarding the worthiness of that experience to this day.

The simulation came during the first months of transition between the 'new leader-

ship in the State offices and provided an excellent vehicle to hear the new director

share his notion of State Department functioning.

-40-
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Table 7

CONSUMER SATISFACTION

N = 245 Principals

S.E.A.T.S. EVALUATION QUESTIONNAIRE RESULT

Ecellent-- 5
Very Good - 4

Good - 3
Fair - 2
Poor - 1

YEAR 1
N=167

YEAR 2
N=78

AVERAGE
N=245

ACTIVITERS -;

4.3

4.5

4.6

4.08

4.18

4.29

-Individual
(e.g. Phone Call,, situations, in basket

items)

-Grovp
(e.g. Feedback and interview sessions;
committee meetings; case conferences)

MATERIALS 3.9 3.82 3:86

(e.g. Orientation slide-tape tour;
classroom observation film; litigation

film-)

PRESENTATIONS 4.4 3.89 4.15

(e.g. Introduction; Teacher-Supervisor
Interaction; Problem-Solving Analysis)`

OVERALL VALUE OF WORKSHOP 4%5 3.87 4.19

Sample Comments:

- "worthwhile experience"
"hope to do follow-up"
"new appreciation of special ed."
"excellent; good leadership"

- "gained understanding of values involved in special ed. decisions and

operations"
"staff support"

- "very valuable for all educators"

MOST POSITIVE FEATURE OF WORKSHOP

- "whole program excellent"
"excellent resource people; knowledgeable in their field; well

planned; good pace"
- "group interaction; realistic problems"

- "new insight and respect for special ed."
"inter-relationships. developed-among principals"

- "in -- basket (items) and feedback"

- "good staff and interaction with participants"
"excellent opportunity to fall into role of another

administrator and think realistically about what we do to and

with kids in special education"

- "gained insight into special ed. programs and trends in the field"

- "in-basket items realistically ttue to life, frustrating"

- "well organized; well prepared"

- "problem-solving method"

- "good personnel-conducting workshop"
(continued, next page)

4 7
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,.

(Table 4 cont.)

MOST NEGATIVE FEATURE OF WORKSHOP
;

- "'teacher- supervisor interaction" (presentation)

- "not too sure of what we were learn"

- "too much in too short of time" (Ed. repeated at least 4 times)

- "pressure of too many things to do and react to--frustration"

I-

4 3
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Table 8

S.E.A -.S.E.

Qpinionaire

Responses in Percentages
based on N=14

Directions: Please circle the letter in front of the response that most nearly

' approaches your opinion to the statement.

1. As compared to other methods by which a workshop in special education

administration at the state level could have been presented, I feel

that the use'of simulation exercises in this workshop has been

a. a highly appropriate and valuable approach 71%

b. a better than average approach
29%

c. no better nor worse than any other - approach 0%

d. not - -as good as some other methods might have been 0%

e. generally'inappropriate
0%

100%

2. Specifically, the written "in basket" items seem to be

a. outstandingly realistic
71%'

b. fairly realistic
29%

-c. conceivable
0%

d. somewhat lacking in realisth
0%

e. highly unrealistic
0%

100%

3. rn terms of time spent on follow-up dAscussion of the simulation

material, discussion was

a. far too lengthy
0%

b. more than enough
7%

c. about the right amount
43%

d. not quite enough,
43%

e. not nearly enough
7%

100%

4 In terms of the total time spent on simulated activities versus other

workshop content, the emphasis on simulation was

a. way too much
0%

b. a little too much
22%

c. about right
44%

d. could have been much more
7%

e. should have been much more
7%

100%

The variety simulation approach could be enhanced most by greater

a. role playing situations .
8%

b. oral communication situations
. 33%

c. visual, pictorial input
17%

d. written communications
0%

e. an equal mix of the above
42%

49
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6. In terms of the amount of time which needs to be spent on background
information as a prerequisite to problem solving activity, the amount
of backgrOund data_provided_should be

a. much more 7%

b. somewhat more 36%

c. about as we had it 57%

d. less than we had it 0%

c. not really necessary at all 0%

7. The group size was

a. much too large
b. a little too large
c. just about right
d. a little too small
e. much too small

8. This workshop would be best for people who 'were

100%

0%
0%
93%
7%

100%

a. administrators in special educAtion units in state education

agencies 54%

b. administrators with more than two years experience in state,

education agencies 32%

c. state directors of special education programs 7%

d. local direct:Ors of special education programs 0%

e. students majoring in special education administration 7%

100%

9. The telephone calls I received were

a, very realistic and a valuable experience 53%

b. very realistic but not a valuable experience 0%

c. realistic and a valuable experience 32%

d. realistic but not a valuable experience 15%

e. unrealistic but a valuable experience 0%

f, unrealistic and not a valuable experience 0%

10. The role playing situation developing regulations for "Educationally
Handicapped" was

a. very realistic and a valuable experience
b. very realistic but not a valuable experience
c. realistic and a valuable experience
d. realistic but not a valuable experience
e. unrealistic but a valuable experience
f, unrealistic and-not a valuable experience

-44-
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11. The Legislative work session was

a. very realistic and a valuable experience

b. very realistic but not a valuable experience
c. realistic and a valuable experience
4. realistic-but_not*yaluable experience
e. unrealistic but a valuable experience _

1. unr alistic and not a valuable experience

24%
7%

69%
0%

0%

0%

100%

12. The role playing situation (Personnel Training Issue) was

a. very realistic and a valuable experience 0%

b. very realistic but not a valuable experience 0%

c. realistic and a valuable experience 64%

d. realistic but not a valuable experience 36%

e. unrealistic but a valuable experience 0%

f. unrealistic and not a'valual?le experience 0%

100%

13. The overall value of the workshop to me was

a. extremely worthwhile 57%

b. worthwhile 43%

e. possibly worthwhile 0%

f. a waste of time . 0%

100%

14. As compared to the usual class having one instructor, the team

teaching available in this situation (multiple instructors) was

a. a great advantage 86%

b. of some advantage 73

c. of little or no consequence 7%

d. somewhat clumsy 0%

e. a source of considerable confusion 0%

100%

15. In terms of replication of this activity in other states with special

education administrators/consultants, it would be

a. extremely worthwhile
64%

b. worthwhile 36%

c. possibly worthwhile 0%C
d. a waste of time 0%.

100%

Ji
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As the project completed the simulation Workshops, many learnings were

reflected upon. Although the simulation did result in a change of attitude

towards mildly handicapped by principals, our contact with Special Education.

Directors produced anticipated findings and fruitful results.

The Directors and Principals throughout the sessions countinually pointed-

out similarities and differend'e between the simulation and their home district.

During the first year these informal observations led to the development of the

contract for the consultation phase. In the simul'ation phase during the second

year,- a- more_formal system of recording these observations was devised.

At the completion of the first year the directors agreed_that..the simulation

had to some extent s6nsitized principals to special education needs, and was- ---
therefore beneficial in the long run. flowever, as the directors conversed it

became apparent that each district had unique priorities for moving toward the

goal of cooperative, service with General Education.

These priorities became the focal point for the other phases of the project:

District Consultation, cross district consultation or technical assistance. The

project's experience became the basis for the remaining project phases:

Traditional Dissemination, sharing out learning from local district experience;

and ISD Dissemination with Training, training based on learnings from local

Districts.
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B. CONSULTAT1( COMPONENT

The Consultation Phase began late in the first year of the project.

The various requests fot service can be e.assified in 11 major categories.
t,\

These categories are consistent with Table 9 showing the amount of days

spent in the district. The following narrative described the project's ac-

tivities in the districts in terms of-the categury of activity.

P
Staff Consultation and Entry into Local School Districts

The purpose of these meetings was to determine what services the dis-

tracts wanted to prioritize and to determine the evel of support which the

district's-chief administrator or designee for both general and special ed-

ucation programs and personnel was willing to endorse them. These needs

then were matched to SESAC criterion (see objectives) and resources. Each

of the districts contacted expressed some interest in receiving consultation

via SESAC. Of the original 18 contacted, 11 actively sought the project's

services, four districts could not schedule this type of service, and three

districts after some initial activities had to respond to other more pressing

priorities. The net result cif -these meetings were 11 contracts with SESAC.

Building Inside Tams

The inside team was a multi-disciplinary advisorl, committtee to the

Special Education Director. Nine districts developed these teams. The orig-

inal purpose was to aid the Special Education Director and the SESAC staff

members in the district. For the Director, tne inside teams represented either

a narrowly or broad-based support system designed to validate and extend the

needs administrators identified. Data on system needs was gathered from

ueachers, supportive cervices, and parents before a specific contract was

written.

rn thf. districts who rovastrA the most service the team became

r
i)
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Institutionalized. The :.,killthey gained n diagnosing in-service training

needs and co-designing appropriate training experiences, as well as actual

experience in conducting these ih-service training sessions, made them to

an extent independent of SESAC. Six districts still have ongoing teams

after the termination of the project's consultation and training activities.

The concept of inside-outside change agent teams was a critical element in

many districts. The districts were always advised that the establishment of

terims either permanent or ad hoc was an organization intervention which could

be used independently from the project. Their existence continuing in many

districts, therefore, was not surprising.

el Needs Assessment

This type of consultation involved the further definition of training

needs within the district. Of the 14 districts requesting this service, each

of them devised needs assessment procedures which involved general educators

in the) planning process. Some of the outstanding examples of this type of

';ervice are represented by the following districts: Bay City, Warren Woods,

-Irv! ayne-Westland.

The focus of needs assessment in Bay City was to determine to what extent

the regular education teachers could use special education services in the

identification and programming for pre-school and kindergarten children who

were having difficulty succeeding. The net effect of this pre-school assess-

ment- program was to .restructure the service delivery network to optimally

meet the needs of potentially learning or language disabled children and

regular education teachers. The results in an abbreviated summary were:

Hopefully,, this early intervention would reduce the likelflood of a special

education alternative until the resources in the regular school program and

supportive services to it were fixed beyond reasonable parameters.

-49-



Umploying a slightly different focus, Warren Woods developed a needs

asse ;sment liv,friiment designed to ident ify Ihe needs of the district's special

orjur_at 1(01)11 III LAO jh 40 iterative questionnaires Ot_ii

summary data ceported back after each questinaiie, a process known

the delphi technique was uSA20, in which two groups were surveyed with regard

to the desired role for the special education consul tant. The two groups

surveyed wen the consultants themselves and the district's school princi-

pals. The Te-7.ults were. that although both groups agreed with regard to the

majority of rol( functions and responsibilities, there was evidence that

there wa s minimal cooperation between the groups. This lack of communication

was pilMarily becau:e formal and informal communication structures were lack-

ing, and the,, person were now expected to play new roles. Since many of the

consultant: were previou3;ly counselor:, social_ workers, and psychologists,

'A

thrly were apprehensive about providing i:lstructional interventions to chil-

regular teaeers: Consequently, the results of this survey were to

design a series of orkhop; in which b01_11 groups contracted a definition of

colv-ultant rol . oi,lariti,s blentified in the survey between what the

sonsultants :re act:ually doing. and what they desired l( Lame the basis for

pgialized .ki!I training.

Wayne land d.silqned a -airvey administered to teacher, educational

consultants and par.nt: 'The survey was used to determine the educational

needs of potntiat dropouts in a junior high school. initially, a vague

r,st 1-, of 0.(h; of 30-40 children were identified by four counselors.

e 00 chi!lr,_n wc_!r,: identified eventually by all three groups. To meet

'he needs of th,. youvuster in- v 2 training program was imple-

after an (xt, nsive four-day in-service paid for by the districts

during the summer of 1973. In 1973-74 the resource-consultant program was

initiated and continued consultation and small group training was provided

-7U-
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by the project.

Evaluation

The Project received four requests for program evaluation. Bay City

was interested in the evaluation of their Developmental Learning Program.

Sag'naw requested the evaluation of a project designed to produce alternate

service delivery s§stems At the building level. The evaluatio in Warren

Woods concerned the present operating strength of their Teacher Consultant

Program which becaMe the basis of the needs assessment activities described

above. The fDurth evaluation activity was designed in conjunction with the

staff at the junior high school to.evaluate the resource program.

5 1
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STAFF DEVELOPMENT

4 Staff development activities of the SESAC project were both district-
.

baed and across districts. The latter will be reported as a Team Building

Workshop under the Technical Assistance section of this document.

Table 9 reflects that eight districts requested staff development

in-service training or consultation. In five of the districts, role conflict

between prinCipals and supportive service staff or between different levels

of special educators was the source of the conflict. sin each district careful

data and roles collection occurred with the warring parties separately. This

included a specification of the pain, its source and etiology, and thessess-

ment of the separate parties to commitment of psychic energy and time to deal

with their dissatisfaction together aided by a SESAC staff member. In four

of the five cases, successful reduction of the pain can be reported in the

fifth case, and a significant stalemate was identified between district psy-

chologists and social workers.

The remaining three districts contracted for more specific group process

training for their principals or special education staff. These sessions

were t4to tolur days. The most, significant results that can be reported'

is that in two of the three cases the district staff continued to work on

tasks in small groups at the termination of thesupported activities. One

small group produced alternative program descriptions for secondary students.

This project became the basis of an advanced degree for a staff member.

LEADERSHIP TRAINING

Leadership training was often an implicit if not an explicit objective

of the SESAC staff especially in their interactions with directors, princi-

pals, and other superVisory personnel through the project. Two highlights

ti
besides the simulation training alich was always very well-received occurred

in Saginaw and Port Huron. 1 technical assistance workshop v. s also undertaken

-52=-
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by project staff in this area. Some mention will be made of it later.

The, Saginaw leadership training occurred through the United Services

kProjecf: and was directed at the director of the project, the director of

special education, and a sub-group of. the project participants called the

Steering Committee. Ongoing consultation and use of an outside consultant

by the projeCtdirector proved successful in his gaining support of the

project-by the district's chief administrator. This was demonstrated by

the endorsement and the commitment of resources to the implementation
-/

phase,Qf that project.. The Director of Special Education was also facili-

tated to.utilize her outside consultant to argue for planning time and con-

tent,skills needed to get her project off the ground. The utilization of

n {:14, significant constituencies was also a prime.concuf in assisting her

1h initiaLtng structure and gaining recognition for the systematic impaft

of thir, project beyond her special education. The Steering Committee was

composed of four teachers, two resource teachers, a reading specialist and

a supervisor of speech and language. This group received training in plan-
a

mpg, designing team meetings, and the presentation of proposals for program

support and facilitating needed resources. Again the fact that all proposals

'1/41wer-Q LEI essence accePted and supported with additional resources speaks to

2e.,s of the consultation and training in the necessary leadership

skips to initiate and organize structures to facilitate change.

The second leadership consultation and training activity Was imple-

nent,,d tn the Port Huron schools. This sequence was initiated after con-

sultation with the Assistant Superinte0ent an3 in conjunction with the

Technical Assistance'Workshop on LeadArship. This latter activity was most
4

significant in that the paftleipants were largely from a sub-gi.oup of building

.1'
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principals from Port Huron. This sub-group became part of the assistant

superintendent's cadre who became the trainers of 60 other central office,

\\

building administrators, and department heads participating voluntarily

in
\
three two-day training sequences. The major outcome of the training is

yet\to be determined in that data collection on the generalization of the

training to building principal work group interactions is still being

analyzed by a_SESAC doctoral student staff member. The delay in reporting

is due to an administrators' strike in the district. This effect became

part of the study as well as the measurement of the training and diffusion

model utilized in this study. It should also be noted that the superintendent

of the district was released by the Board of Education. The assistant super-

intendent, however, continues in the district still maintaining good rela-

tions with his work group, other central office building administrators, and

department heads.

ASSESSMENT AND PROGRAMMING

These activities are related to the implementation of in- service train-

inch derived from consultation with administrators and staff in Saginaw and

Wayne-Westland. In both districts, a contract to provide this service for

UniVersity credit as an incentive to staff was obtained. SESAC staff with_

University teaching status or support gave in-service'courses on classroom

teacher assessment of learning and/or behavioral problems along With pres-.

criptive programming skill practice. Here again in Saginaw the results of

the projects are not yet analyzed due to the late date of the final data

.collection activities. What can be reported now,Jlowever, is that the

instructors need extensive support in the implementation of learning pres-
.

criptions n classroom settings. Targets for continued in-service have been

60



identified for both regular and special education.

In Wayne-Westland a similar experience was provided the initial group

of twenty-two teachers seen in the summer of 1973 and spring of 1974. This

\

group reported strong intere4 in continued development of their skills in

providing for the pluralistic needs of their students. Two of the 18 are

considering advanced study. The commitment to extend the initial resource

consultation program to a full resource room and consultation program has

been received with great enthusiasm and support from this staff of teachers.

SPECIAL EDUCATION PROGRAM DEVELOPMENT AND COORDINATION

FourVistricts requested and received consultation related to a pre-

dominant issue on special education both in Michigan and in the nation, the

fragmentation of special education services., In Table 9 the four districts

are presented who either expressed the need Ldfore or during consultation

on district concerns. The related problem or direct implication of this

need is the lack of identity, and in some cases, direct confrontation between

special education personnel. This consultation was directed as surfacing

the probleMs related to the fragmentation of services with the director and/or

the inside teams. The outcome of the consultation was professional staff

development with Garden City, facilitating role changes in Bay City. In-

service of special education consultation, reading specialists, and compen-

satory education in Kalamazoo around issues of how to target the difference

and similarities in children and work with regular class teachers. The

fourth district again was Saginaw. Here the issue of the impact of the

United Services Project on special education was merely surfaced. The

project's only identifiable successes here related to the consultation pro-

vided the director and helpintj her deal with the variety of administrative

and supervisoty relationships between special education program needs and

those perceived by her colleagues and peers, two assistant superintendents

-55-
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for elementary and secondary education. She reports directly to the super-

intendent.

ALTERNATIVE SERVICE DELIVERY OF SERVICES TO EXCEPTIONAL CHILDREN,

The SESAC project worked with tWo districts over the course of our

three years in identifying or developing program alternatives for a variety

of exceptional children types. The project role was often knowledge training

about program alternatives, working with staff to plan new alternatives and

assisting in the implementation or in the evaluation of program alternatives.

The results of project activities have already been related in previous

sections for both districts, Saginaw and Wayne-Westland. It shouleype"noted

that in July, 1975 Wayne hired two staff members who were toparticipate in

a new Learning Center project that included Saginaw and Ann Arbor from the

Master's program in special education. Both students have been trained by

SESAC staff.-

GENERAL-SPECIAL,EDUCATION RELATIONSHIP

2
The issue was the subject,of every relationship in all 18 districts, if

the simulation and consultation sequence can be seen in the following way.

The initial purpose of the project was to sensitize assistant superintendents

and directors of special education to the general-special education relation-

ship so that they would endorse the participation of other general education'

administrators in simulation training around the role of special education in

their building. The consultation phase, where nine of the districts spoke
o

to this need in the area, the topic was highlighted in the project contracts.

Besides what has already been said, Saginaw and Garden City were exten-

sively committed to dealing with this issue. Saginaw proceeded to obtain

over $160,000 to work directly, with this issue, because the SESAC project

solicited and wrote the prototype project in less than-two days to obtain the

O 2
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funds. The district's special education director performed miracles in

just the same space of time (note he objectivity in reproducing these

results). -Both Wayne-v:estland and Kalamazoo activities in this have already

been noted.

In Garden City the district receives assistance in the adaptation of

the SEATS material and utilizes their adaptation in a design developed by

the projectwith every teacher and administrator in the etire system. Ths

intent of their in-service training was to sensitize regular educators to

the planning and placement process for individual children through role

differentiation and program responsibility. Six hundred staff were involved

over three separate building-by-building sessions. The most obvious issue

here is that a system is demonstrating its capacity to provide in-service

leadership for their entire system. It was reported to be one of the best

in- service training activities the system has ever had.

MEDIA

Two media projects were initiated and completed in Hazel Park and Sagi-

naiv. Both produced video-tape and slide tape descriptions of their programs

for use in orienting new parents, staff, and administrators to special edu-

cation in their systems. Resource directories were also produced by Saginaw.

C. Cross District Consultation and Training: Technical Assistance

Thu results of these activities-are placed in this section to indicate

that they were implemented during the consultation phase of the project in

of the project's three years. Table 10 provides a summary.

Pides the two yearly consultation seminars, which were for 4irectors

aaditional staff from each district and pre-service students assigned

pr.t, t r, um to .-TL;AC, thc project offers 4 series of technical assistance

workshops designed to meet the stated needs of staff from the districts.

63
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Table 10

TECHNICAL ASSISTANCE
ACROSS DISTRICT TRAINING

Reports name of workshop,' number
in attendance, and number of days

Consultation Training (a seminar)

Number of
people

Number of
days

Year 1 28 6

Year 2 18 6

Co-Training Workshop in Simulation 6

L'PPC Workshop 37 1

Team Building Wor%shop (State) 31 2

Team Building Workshop (Regional) 2S

Leadership Workshop 10 -1

Futi:res Conference 10 3

Total, 225 20
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These workshop topics were identified through a survey undertaken in the

summer of 1973.

Consultation Seminars

These yearly seminars were for two district staff members (one had to

include the director of special education) and project pre-service students.

They ran concurrent with staff consultation activities and were offered by

the-project for University credit through the extension service. In each

year of the seminar, participants were exposed to consultation theory and

practice. Models of relationship between SESAC and district staff were con-

ceptualized as an outside-inside relationship. This relationship is analogous

to the special education (outside) relationship to regular educators (inside)

the system. Participants were selected and brought on board during the

initial entry phase of-the project's consultation in the district. Efforts

were made to secure a supportive dyad for the director in order to provide

for the integration and.,backhome application of learning. Participants were

urged to develop contracts with their partners to pilot-test their learnings

in staff meetings, supervisory conference, and in other consultative rela7

tionships in their jobs.

The participants evaluations of the seminars were 1.94 on a scale where

1=superior and 5=poor for the first year, and 4.4 on a scale where 5=superior

and 1 -poor. In other words, ratings Of overall value of seminars were gbod

and excellent for each of the two years.

Co-Training Simulation Workshop

During the summer survey of directors and supervisors for first-year dis-

trict,,, a total of 10 out of 24 requested training in the use of simulation.

six cif the t! n were able to finally commit themselves to a one-day workshop

de,,igrwd to upgtade their training skills and familiarity with simulation.

6 '3
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These six dir..etor:1 wer then selected to participate in one of the five

simulation worksnops that %ere held in the second year of the project.

EDUCATIONAL PLANNING ANT) PLACEMENT CONFERENCE WORKSHCP

The first technical assistance workshop was held on December 5, 1973.

Thirty-one participants representing 18 local and intermediate districts

attended as well as two representatives from the State Department of

Public Instruction. The workshop focuses on two areas: the Educational

Planning and Placement Committees (EPPC's) and alternative service

delivery models.

Participants shared information on their local district's policies

and procedures for conducting EPPC's. The new mandatory,law for Special

education had just recently gone into effect, and this was the,first

, opportunity local districts had to share their procedures, policies and

concerns regarding this aspect of the law. Data was collected and dissem-

inated to all of the participants.

The second part of the: workshop, alternative service delivery models,

was conducted by Ur. Gary Adamson, Chairperson of the Special Education

Department at the University of New Mexico. His present action on the

Fail Save Program spari,ed a discussion concerning the need for alternative

service delivery models, the EPPC as a mechanism for decision-making

regarding placement, and the methods of accountability that could be used

to monitor a student's progress' within the system.

The workshop was successful la accomplishing several objectives. It

provided the participants knowledge concerning EPPC's. It stimulated them

to design new procedures for conducting EPPC's. It providJd participants

the opportunity to gain resources by linking with other districts. It

6



provided S.E.S.A.C. with needs assessment data on how EPPC's are conducted

and what S.E.S.A.C. could do to help the local districts. In addition,

new service delivery models were explored and their feasibility-for local

districts determined.-- ----_

TEAM hUILDIUG yORKSHOP

This workshop plan was also based on the tremendous interest expressed

in team building on the survey form completed by the first year special

education directors and their consultants in June, 1973.

The goals of the workshop included:

1. To increase an individual's effectiveness both as a leader and

us a member of a work group.

2. To help leaders release the fullest human potential among

nembers of work groups.

3. To provide an opportunity to practice human relations skills

that will ue helpful in building effective team relationships.

Learning targets were around the following issues:

1. Getting verbal messages across and clearly understanding other

persons' verbal messages.

Becoming more aware of personal and other persons' nonverbal

messages.

3. Bringing to the surface and constructively dealing with hidden

feelings, thoughts and intentions that are within and between

Becomlnq nitre able to accept anctdeal with differences -

,,,efsonal and others.
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5. Developing supportive openness in different settings, such as

in one-to-one, small group, and large group situations.

6. Raising own and other persons' feelings of security and reducing

feelings of personal anxiety.

Most of the participants in the workshop were positive in their

evaluation of the workshop. They felt they had improved their skills

"somewhat", but felt more strongly that they "could demonstrate" the

activities of the workshop with little, if any assistance. There were no

significant differences across districts with regard to these'items.

Looking at the measures of how "Involved," "Comfortable," and

"Useful" the participants felt with each activity, we found involvement

was high, usefulness moderately high, and comfort was neutral (i.e., some

people were comfortable and an approximately equal number were not comfor-

table).

On all three ofthese_measures, we found significant differences

between different districts.

The instruments used in this workshop are being redesigned. It is

felt that extending the scales to five-point and eight-point scales will

allow the participants to more precisely -express their opinions and

feelings.

The Hunan oevelopment Inventory was given at the beginning and at the

end, of the Team Building Workshop. Participants' mean scores on all four

scales (Genuineness, Understanding, Valuing, and Acceptance) increased

from Pre-test to Post-test. There were significant differences (p .05)

on three of the four sepias as well as on the overall score.

-62-



Table 11

Pairwise T-Statistics: HDI (Pre -Test, Post-Test)

Variable

N = 32 of 37
Means-
Post

Pre Diff. Signif.

Genuineness 14,84 .78 .0316
14.06

Understanding 14.63. .0958
13.94

Valuing .85 .0419
14.84

Acceptane 15.94 .94 .0069
15.00

Total Score 61.09 3.25 .0052
57.84

AnalT;cs of variance showed no significant differences across districts

on either pre-test or post-test measures.

A .:cond team building workshop was implemented in July, 1974 with the

Wayne county Intermediate School District serving as a total of 28 social

workers and psychologists. In the one-day session, similar results were

ob-ainl from this regional sample of local and intermediate school district

per:,onnel.

LEPLEPSHIP SKILLS WORKSHOP

A survey was distributed to principals through directors of special

(iucation in the 18 districts. The results indicated that the major training

need-:, in order of priority were: et

1. group facilitation skills (especially dealing with blocking behaviors

,ind dealing with feelings) :

Piobb.m-3olv
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3. Leadership style.

The workshop was then designed using that data. Ten principals were

selected to attelid the two-day workshop. Foci were attitudinal, knowledg'e

and skill development accomplished through lecturettes, readings4 and exper-

iential activities. Backhome strategies for continued change were planned.

Activities included skill practice in,group facilitation, practice using

a problem-solving procedure, applying both of the above in a simulated EPPC

meeting, experiencing the effects of various leadership styles and clarifying

roles and values as related to leadership.

Participants completed an evaluation at the end of the workshop, rating

the experience at 5.5 on a 1-6 scale. Participants indicated 4-9 learnings

gained.

Informally, much discussion involved the role of the principal in the

EPPC process, with many indicating they were considering an attempt at a new

leadership role.

Another form of evaluation to be completed is an organizational climate

in-ArumLnt waf- deigned to measure backhome application of learn-

timt . The instrument deals with communication patterns, openness,

deciten-making reL.ponsibil Lie5, effectiveness of meetings (especially EPPC's)

aed tLe role of the prinip-il in EPPc's. The Organizational Climate Survey

(pre-test only) was given in May; ti-p- data is being, analyzed. A post-test is

ire (A:tober.

In tag now is a training program in which several of those

!,trticipating building principals will, along with the director of special,

elfp-ation, +Ai, superintendent, several program directors, and special education

rec,Ave further training in leadership skills and then train the
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e

re ining580 administrators in

durin the 1974-75 school, year

4

their di)trict. This program was implemented

in the Port Huron schools. Zt is reported in

the consultation results section.

1' is Organizes Climate Survey

cipals in

N.

was sent to some of the building prin-

instructions to distribute to theirthe districts we are serving with

teachers tand

117 teachers

dete.rMine, if there

r,ive evaluation is

questionnaire.

return. We received 137 returns, including 2O1'priricipais, and

and other staff. This data is part of a research project to
.

are any effects from the Leadership Workshop. More exten-

underway and will include post-test administration of the'

Preliminary analysis of the data has shown the n'e'ed for training and con-

.

.:iltation for some schools in leadership, prOplem-solving, and decision-making.
0

As expected, there are signficant differences across districts,with regard to
.0

these measures.
\11444

Measures examining "perceptions of contributions to effective meetings"

have revealed most people underestimate others' pe'rceptions of their contri-

-i. /
bution9 (including those Off.the principals). There are significant differences.

ditricts with regard to perceptionp by teachers 9f their principals'af:ros.1

ccntrIbuf:ir>n :. More analynef; of these data are 'underway.

FUTURES:. Long-Range Planning foe Special Education

The last of the technical assistance c'oss-district's workshops were two

,onterece5 called "The Futures: Long-Range Planning for Special Education".

Pht,e Lonfetence were designed to assist educational leaders in general and

special education at the local regiorlal,.state reMal.and university levels

{0 prop 't a set of alernative futures for duckion and speafically specil

iti ,et is ri fo. 19q0. Participants were first, however, introduced

to the .concepts of futures and.. future' technologies from futurist, bio-medical,
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economic, :.oeial-psichological, ani educational perspectives. These scholars

operating as interacting res,Irce per,;ons the participants, board members,

superintcnt nt,, and dire,Itor. of :.pecial education set goals, prioritized

goal,., and set action step; tor the accomplishment of those goals.

The data was then organized into a scenario depicting the year 1969. It

e
waE, also used" in the establishment of a Focus Delphi composed of eight goals

and twenty -twe action - Step: ;. Ili( questionnaire was distributed to the r.:onfer-

once ,p,irticipants and sent to another 150 special education administrators through

Apuozimat0.y 65' of all poteptial respepdents returned the ques-
N

tionrthires.

The data was sent -i5ut in two rounds. The'gecciad round,contai'.ed the

percent;t1I responf,es of the first round participants. The second round data

was then analyzed and all fed back 14 the original conference participants.in

a L;.-con_i conferee held three month', after the initial confi!rcnce. Additional

data was al ;o collected from 15 state departm:nts and _few state board members.

The second round results wery a little better than of 'potential respondents.

The purpose of the data feydb-

-rata, anj
/

,-

was designed to .ierieratet- implications

reuits for State Department usage, regional

anl of i- -t anCi finally use by the University personnel.

rsults
and r_mplicat ion of the entire Futures activities were fed back

to 01,- star_ re;peudents who did not participate in either of the

two conferen,_es iin Augu,,t. There wilJ also be printed copies of the proceed-

rags as well as videotape', and suggested conference formats to provide each

p-,tential s,er of tir soltwarc and process in their own backhome situations.
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DistrictsD. Dissemination Training - Intermediate School Districts and State Education

Department

This section of the report considers each of the six training

workshops in terms of the goals for the workshop, the participants'

'overall satisfaction with the workshop, and a summary of.learnings from

the worksho.p. The overall satisfaction rating is based on a 5-point scale.

Sessiop I: ,panuary 28, 29

Goals:

1. Individuals will be introduced to the concept of identifying and
,

bharing their competencies and roles related to task force membership and

functions.

.

2. Task forces will begin and continue to develop as teams through

the following:

a- increased communication skill '

b. increasedknowleage of,group interactions

.c. increased knowledge of task force members

3. Task forces will estj.mate the leVel of group cohesiveness and

assess changes over the course of the workshop.

4. Task forces will identify and commit to specific responsibilities

to carry out before next session (e.g., set next meetings and individual

5. ,Task forces will be introduced to the problem focus of the task

for, and' i,fgirt to identify the resources represented by individuals in

6.- Participants will have a beginning awareness of $.E.S.A.C. staff

ro-,,Ircef, that are helpful to reach their.objectives.

c+bjeotives:

1. Begin the understanding of differences among task forces.

PeAin work on development of a'task force team.

Tierin understanding of S.E.S.A.C. 'staff resources.

4. ThdiviAual contracting with task force for own learnyhgs.

practice in idenLifying behaviors in groups, paraphrsing,

thd (Tilnel and receiving feedback.
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6. Begin understanding of problem-solving format including both

task and process issues.

7. Task force individual time to begin planning.

8. Utilize Human Development Inventory (HDI) at beginning of workshop
and end of workshop sebsionb to get an assessment of the task force cohesiveness.

9. Utilize Group Skills Questionnaire (GSQ) to get an individual
assessment of abilities an individual is willing to share with the tE force

and those skills the individual wants to lebrn; to provide data for S.E.S.A.C.
staff in designing future workshops to meet individual needs.

10: Bring on board members of the task force who are new to the
training design.

11. indicate to task forces S.E.S.A.C.'s expectations of them for the

training period.

Satisfaction Evaluation:

The participants rated the workshop at 4.25.

'Summary Learnings:

1. Utilizing a singularity of focus--building viable task force
teams--give asense of cohesiveness to the flow of the workshop which allowed
the training staff to treat all the task forces in the same manner.

2. The HDI, as a measurement tool of group movement, is probably
not a conclusive instrument"but it does engender discussions by groups on

their interpersonal relations.

/._
-3. Leadership style, decision-making, dealing with conflict and

disruptive behavior, and effecting openness and trust were the skill areas
identified as the highest learning needs, which could be classified as

predictable.

4. Two areas--time to practice skills and time to work on the task
force problemwere identified by participants as having the highest priority

in terms of the allocation. 4

.:ession TI: February 25, 26

Goals:

. 1. Each task force will identify their mission goal statement and
will put the statement into a model format for problem-solving and macro

planning.

2. Each task force will continue to assess their group maturity and
ats implications for the task force.functioning, both as a team and in terms

of other groups back home.
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3. Each.task force will identify their data needs--how it might,be
collected and how it will be used--and what power the task force has over

data.

4. Each task force will assess the instruments and materials used

in the January workshop.

Satisfaction Evaluation:

The participants rated the workshop at 4.13.

Summary Learnings:

1. Evaluation must be placed in a time that emphasizes its importance.

2. Having participants evaluate a workshop at the very conclusion of

the workshop, as people Ire departing, does not facilitate good data

collection.

3. The nature of a particular activity must be understood to be able

to plan for a sufficient amount of time to actualize the activity, including

summary processing.

4. Dependent upon the particular focus, a lecturette after the

experiene rather than before can reinforce learnings by participants in

a special way.

5. A method of workingat the discrepancy between "where the system

is," "where the system wants to be," and what data needs to be collected is

a difficult concept to teach. (This is based on staf' observation of the

progression of moving groups from mission goals to identification.of specific

outcomes in order to generate data needs.)

6. Participants ranked their preferences on workshop time utilization:

task force work time,experiential learning, conceptual input from staff.

Session III: March 25, 26 & April 9 (Sanilac & St. Clair)

Goals:

1. Each task force will examine resource materials provided by

S.E.S.A.C. and determine applicability to data collection, and use.

2. Each task force will time line their project through implementation

and evaluation.

3. Each task force will become aware of the need to plan for,gaining

acceptance for their change project.

4. Each task force member will practice skills in conflict resolution

with the focus on interpersonal and intergroup conflict.
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\Satisfaction Evaluation:

Th\participants rated the workshop at 4.50.

Summary Learnings:

1. Awareness of the need for acceptance of innovation must be
designed into the sequence to match the readiness level of the participants.

2. There is a dilemma of when to introduce particular learning
components in the sequencing when working with different task forces at

different places in problem-solving.

3. A staff rehearsal, when there is a heavy responsibility on the

staff to facilitate cognitive inputs and to help groups practice skills of

initiation, differentiation, and problem-solving around conflict, is

desirable.

4. Through giving feedback on the previous workshop, the importance

of evaluation is increased and data feedback modeled.

5. By allowing individuals to choose whether or ot thty are going

to participate in any given activity, individuals within roues mubhoose
differing activities and thus raise conflict within-the gr up. Ned to'build

in even more time to allow group to-resolVW,differances around willingness

and desdr6 to participate and its trade off -with group tas perception or

needs.

6. Staff may be seen more as information/knowledge resources than

as process facilitators when groups are struggling with a very emotional

issue.

7. Groups may have difficulty, defining the kind of help they need.',

Session IV: ,May 6, 7

I
,

.

Goals: 1 ,---- -\,

V

1. Task forces will experience conflict in differing power
s.

relationships where rules apply.

2. Task forces will become aware of the need for, and gain skill irLs

designing data feedback presentations.

3. . Task forces will develop their own evaluation schema with staff

at workshop (see Summary Learnings 49, 10). 1..

A , A
Satisfaction Evaluation:

The participants rated the workshop at 3.8. .

:1J
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Summary Learnings:

1. ,In planning data collection, you often do not know in advance

what you really want to find out, which may necessitate two rounds of data

collection.

2. The people who collect data and those who give it often have

different ideas on what is important. However, if you take this into

account by being open-ended, you may end up with little. that can be

compared across population from whom you collected.

3. It is difficult to separate opinion type data from inferences.

When generating inferences during the presentation, it is important to

have carefully planned structure to facilitate this.

4. Data feedback is most difficult when the audience is composed

of both informed and non-informed people.

5. It is difficult for people to remember data that is only verbally

presented and should be given to charts and/or handouts.

.6. .Although we all criticize presentations, it is difficult to have

a group generate and agree upon the criteria for evaluating a presentation,

they have not yet heard.

7. The greatest learning was reported by those people who discussed

data collection, had data collected from them and were part of evaluating

the presentation.

8. We learned what kinds of criteria are. important to the participants

as they evaluate the workshop (i.e., 'time allotment, seeing activities

clearly related to objectives, seeing activities related to their needs,

eing able to clearly 4'e learnings in an activity).

O. We have a better idea of those aspects of the workshop that

contribute to "overall satisfaction" ratings.

10. Perhaps because it was their own evaluation format, we received

ttie ,n.atc,:t number of comments yet. Thinking about the evaluation in a

new wav triggered constructive critiquing.

11. In having Farticipants generate expectations for the next

workshop, it appears that they have difficulty in analyzing or predicting

thcir cuttife needs. This may mean that some kind of context may be needed.

12. It'is possible that groups appreciate staff most when staff is

AFloye4 .'onsnitants to groups dealing solely with their particular needs:

-71-



ef

Session V: May 28, 29

Goals:

1. Task forces will know the format for written final reports

due in June.

2. Task forces will determine the process of their final report

presentation to the entire groUp in June, within parameters set by staff

(time, evaluation, feedback).

3. Task forces will surface their needs and identify the kind of

help they want from staff.

4. Individual task for e members will assess their needs in group

process, selfct one to work on,\and gain additional skill in this area

through learning centers."

5. Staff will feed back data collected from the group on May 7th.

.

6. Task forces will discuss and derive learnings from the task

force assessment data feedbaCk in th\area of problem solving.

Satisfaction Evaluation:

The participants rated the worksho at 4.31.
e

Summary Learnings: ..
1. Assessment tools are moSt/Irapfurwhe participants have a

follow-up opportunity to use the datil to further eir

2. There seems to be an intractable resistance to taking the timt

to plan and design presentations to meet specific outc"bmes with specific

audicnces. One assumption may be that educators are patterned to stand

in front of groups and talk and find it difficult to deal with interaction

and feedback.

3. The !Alccess of the last chance learning centers support that

participants did learn the value and releAtance of group process skills.

4. Process skills may be best learned when the participant expresses

the need and has a choice of experiences.

Process learning may be better highlighted outside the intact

fot,- through cross-groupings.

G. Planning ample time for processing an activity enhances learning

and incre,v;e:: participant satisfaction'.
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-Session VI: June 18, 19

Thts workshop was designed differently than the past five. The goals

were in terms of getting post workshop data: HDI, GSQ, and a final evaluation

form. The other goal was in terms of the task force presentationt. Each

of the task forces presented an hour session on their project. In addition,

the training staff filled out an assessment of the presentation.

Summary Learnings:

1. Each group was sincerely eager to hear other presentations,
paid close attention, and participated willingly when asked for feedback.

2. We became aware of how much more.staff knew about each group

than the groups knew of each other.

3. Their desire to know and learn from other groups' /experience
emphasized the need for more cross-group sharing during training.

4. All groups bdt one utilized all the resources of the task force

in their presentation.

5. Three of the five groups who presented designed a process for

obtaining feedback. (Both 4 and 5 indicate the applicatiod of training.)

119
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RESULTS OF D1S:JMIHATION MINING

Besides an evaluation of each work shop by participants there were four

other major evaluation activities that occurred during the simulation training

with Intermediate School Districts. The four remaining measures are listed

below: (1) the Human Development Inventory (HDI) pre-post tests to measure group

development in four areas geniuneness, understanding and acceptance in living;

(2) the Group Skills Questionnaire (GSQ) which identifies a series of group

skills; (3)_the final workshop evaluation which presents both task force self

report of growth and perception of SESAC staff performance over the six month

period; and, finally (4) product evaivation of each of the documents produced by

the- seven task forces

1. (THDI) - At the end of six and one-half days of training, the seven task

fdrces slidkqed an increase in development as teams, as measured by the human

develot ent inventory (THDI) crossed three of the four variables .a) as a

total group they increased significantly across the four variables of

geniuneness, understanding, acceptance and between pre- post-' test period

from January to June. Three individual task forces gained in one variable

and one gained significantly in all four. In January there were

significant differences between groups on genuineness only, and in June we

found significant differences between task forces on understanding first

and accepting. In summary, all seven task forces increased developmentally

as functional teams.

2. (GSQ) At the end of the training it was expected that individuals would

Increase in their self rating on the individual and group skills as a

composite score and in the five subtest scores labeled group process,

communication, group facilitations, leadership style and problem solving.

Unfortunately, only sixteen persons of thirty-four who took both the

pre-test in January took the post-test in June. Of the sixteen, fifteen
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increased their composite scores and one decreased, not significantly,

however. In terms of sub-scores, eight of the sixteen increased in all

five categories, there were not, however, enough respondents to test for

siggificant changes in groups. Individual increases scores varied from .3

to 1.8 on a 5 point scale with the total score.

3. Final Evaluation - The following evaluation of the task forces include

their perception of their learnings, related to usefulness and probability

of future use. They covered the following areas: Problems solving, group

process, task force development. There were ten components within the

conceptual model that were rated both by the task force Members thedselves,

the staff perception task forces and the task forces perception of staff.

An overall rating was also achieved. Finally, there was a series of

evaluation questions related to future commitment and desire for SESAC

project services activities, including a willingness to pay for these

services with a much more substantial commitment than'they had under the

Federal or partial state funding.

A. All groups self 'rated their ovin learning lowest and future usefulness

of what occurred under the task forces higher.

H. In terms of total group responses on component of the task forces, the

mean scores ranged from Fc.18 to 7.54 on the 10 components of the task

Lowest ratings occurred on insufficient time to complete tasks

and in support of superintendent. Highest mean ratings for the total

community were between the relationships between roles and tasks.

Individual tests: were means for each component ranged from 1.4 on

support for superintendent to 8.0 on several variables.

C. Total co unity response for total satisfaction of the training

teached a mean score of 6.6 range. Task force's response on overall

satisfaction ranged from a low 4.8 to a high 8.0 in two task forces.
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Table 12

Seven Task Force Mean Ratings of

Staff, Themselves, and Staff Perceptions of Task Forces

Total
Group
Means

4

Task Forces of
Staff

Task Forces of
Task Forces

Staff of
Task Forces

7.75
7.72

7.61
7.70
8. 0

6. 6

:90

-

7.48

5.43
6.40
7.86

5.86
6.91

6.95

6.61

6.49

4.55
5.93
7.00
5.26

5.65
4.22
7:16

5.68

D. Ratings on staff-rating of staff cohesiveness ranged anywhere from

7.09 to 7.90 the lowest score was on openess and highest was on

support of project director. The total group meaning regarding task

force perception of staff was 7.48 on the 8 point scale, -the group

mean for the task force rating themselves o'n)components task forces

/was 6.49 and our staff rating of the seven task forces was a Fating

of 5.68. The staff here obviously did not share the same

perceptions task force members had of themselves on the 10

components of the task force model outlined by Luke. Table 12,

above, presents the findings.

E. On the question of selection of SESAC for future consultation and

training in their systems and the willingnesd to pay of the 16

respondents to the final ques,tlopnaire, 14 or 16 indicated that they

would be willing to buy the services and a total of 14 of 16

71
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indicated that they wanted the services for the future.

To summarize the final evaluation we suggest the following

comments: MOST DISAPPOINTING ASPECT OF EXPERIENCE:

1. Task forces were under heavy t.ime pressures to do this task in

addition to regular job.. If Tas:: Pltce mission is important to

organization, then release time should be provide. (concrete

support from system).

2. Training Time: Fewer sessions, longer sessions with more time

for process skill training, closer together, not distributed

over six months. Task Force time at work shops should be

pre-planned by each group with specific goals to be

accomplished in a pra-determined time frame (i.e., you will

have two hours to complete your agenda). Could use staff as

process observers. Spend thirty minutes critiquing the

process Of their work session.



MOST SIGNIFICANT LEARNING SUMMARY

1. Learning support conceptual training model. Validate

importance of group process skills and planning their link to

effective problem-solving.

2. Indicates transference of learning.

3. Increase -cl self-confidence (self-worth) of trainees.

GENERAL COMMENTS

1. Strong Support for integrating a variety of ISD Groups: knowledge and

understanding of other ISD's, meaningful contacts across state, shared

problems, get outside perspective and feedback, tended to minimize

minor gripes and help foCus on,major problems. A summary recommendation

was to build in and legitimize sharing across groups in every way possible.

One comment on wanting chance to select own learning components might

be tried again like "last chance centers".

PRODUCT EVALUATION

All seven groups turned in a written final report of their activities,

most of which followed the format suggested by the SESAC staff. They included

the context in their district in which the task force was formed, the problem

they worked on, their goal for change, all activities the task for had ac-

complished, a time line of their project through evaluation, and what future

actions they intended. These reports varied in extensiveness and complete-

ness as could be expected. Two were highly sophisticated documents suitable

for distribution to the system's management. Two concentrated most heavily

on their learnings throughout the training sequence. One contained complete

documentation of their project, but delegated the report writing to one member

only and did not address learnings from the experience or delineate future

/ plans. one report had to be put together by the three remaining members of their

group since they had lost the other three due to system changes in personnel.

-7.8-
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In summary, the reports verified our expectations that each group would

demonstrate learning of the problem-solving and planning processes which

:sere two of the objective: of the dissemination training phase.

In our last session in June, each task force had one hour to present

their project- and 'solicit feedback from colleagues if they so desired. Rive
. ,

of the :,even groups did so. Unforeseen circumstances prevented the Other

two from being able to do this. All five presentations demonstrated some

learning about designing information-giving' sessions and two did an out-

standing job of designing a process for soliciting feedback that wouldbe

helpful to their projects. Since we had devoted one-half of one training

session to designing data fbedbaCk sessions, we were able to see a demon-

stration of learning in this area. The genuine interest in and support for*

other groups underscored the benefits'to be gained from mixing diverse

group-; in training. Had we designed more cross-district sharing throughout

six mot-If-115, we could have increased these benefits greatly.

-7Z)-



Results of Dissemination: Traditional/Orientation

In Table 13 a total of 26 actual information-sharing and knowledge or

skill practie),r sessions were held with over 220-224 persons. The table pre-

seats the number of participants broken down by role and the type of session

they attended. The class of activity varied with rroject needs within the

state as well as the nation. In both the New York and Rhode Island experi-

ences, skill practice was again the focal point of the training. It should

also be noted here that the State Education Department Special Services Area

staff sometimes highlighted individually. Since the project did not get

closely involved with the Department until the third year, the state Director

used the project for periodic updating.

F. Results of Pre--Service Training and Action Research

A total of 24 advanced students were a part of the SESAC project over the

throe years it existed. Students were solicited from a variety of speciality

areas in education and psychology as well as from social' work, Cecause this

:ESAC I,rok.ot!'was a part_ of th4-University of Michigan's,I'ir:tilute for tho

Study of Mental Retardation and Related Disabilities (ISMRRD). The Institute

is an interdisciplinary training facility for students from,wt least twelve

The Institute is also organized into two .parts: clinical

training services and (2) community training services. This project represented

a major thrust into the second category. It was also ,one of the first large-:

scale efforts to train pre-service trainees within this component of the Insti-

tute. Finally, it was important to interface pre-service -students with their

discivlinary practitioner colleagues tc create similar work groups within the

project in, order to model certain interdisciplinary behaviors and certainly

smooth-functioning teams of staff with different interests and exierences.

)
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The following is a breakdown of the number of students by speciality area
and tenure on Lhe project.

Number of Pre-Service Students Area of Study

.12
, Special Education Admin- 4 - 1.year

istration 6 2 years

Tenure on SESAC

4 Teacher Training
General Education
Administration

1.7 3 years
1 - 1 year

1 - 1 year
2 - 2 years

Educational Psychology 2 years
Interpersonal and 1 - year

Organization Processes

Exceptional Children 1 - year

Measurement 2 - years

Curriculum and Instruction 1 - year

The paid staff who are also doctoral students has numbered from 3 in 1972
to a,high of 9 in 1974-75. This total of 12 students includes 7.doctdral students
who 'have either finished their doctorates or will finish by fall, 1975. In this

group of seven, six will. complete their degrees under the auspices of the sEsAr

Project. Their dissertation topics and districts, contributing to their disser-

tation are presented below.

Name Topic Districts

James E. Gilliam

Thelma Graeb

D.pane",Kuik

Evap Peele

Roger Reger

Thomas Rivard (Ed.S.),

James Siantz

AS

Influence and Contributions Grand Rapids, Garden
of Participants in E.P.P.C. City, Warren Wood

Wayne-Westland

First Year. Evaluation of
SESAC Project Activities

Evaluation of United
Services, for Exceptional

Children Project

All first year
districts except
Garden City

Saginaw

Peer Training and Diffusion Fort Huron and
of Leadership Training St. Clair ISD

Analysis of Building All 12 first year
Principals Decision- districts, Garden

making in, Simulation City

Projecting Alternative Kalamazoo Valley,
Secondary Programming Wayne, Kent

Futures: Long Range Ingham, Jackson ISD's,
Planning for Special Grand Rapids, Livonia,
Education Bay City, Kalamazoo,

Saginaw
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SuMmary of Results A

Table 14 and Federal Table II give the final tallies of SESAC efforts

in terms of time id days, a total of 352 on site and 1,825 trainees over the

life of the project. The trainee time commitment to pre-service students:

was pu posely omitted. Since t.1- entire project was designed to provide

learning opportunities for all students involved, it was impossible to

estimate student time, supervised tinge

Table 14

TOTAL TIME INVESTED

(R ed in days)*.

Days.:

A. SIMULATION PHASE 36

B. CONSULTATION PHASE 260

lEcHNI('AL A:;:"ISTAIIcE 18

I). TRADITIONAL DI:',SEMINATION 2f,

(Orient/It-ion)

. D1S:'EINATION 12

(Training with ISD's) 9 N.

TOTAL: 352

tLme delivermq service of site.



Type of Staff

OINIIIMIMMIONPOI110111111.

Table IB

Project Staff Pro iding Services to Recipients in Table IA

Number

Part-time
(As Full-time Equivalents)

Professional Personnel
(excluding teachers)

Teachers

Paraprofessional

O
Table IC

If applicable: Services to Those Handicapped Not Included in Table IA

Service
. Number of Handicapped ,

Screened
t--

Diagnostic and Evaluative
.. .. .

-
Found tolleed Special Help

Other Resource Assistance
SIMINIM.,

\ -

Table II

A. Preservice/Inservice 1raining Data

Handicapped Area of
Concentration

Number of ''
Persons Received

Training

Number of Students Received
Preservice Training by f* httee Sou

AA BA MA Post-MA

Multihandicapped ...

Administration
1st

300
2nd
332

3.rd
295

1st:

8

2nd

42_4

Early Childhood

Trainable Mentally Retarded
, 4 ."

Educable Mentally Retarded
1.

25 58 14
......

Specific Learning Disabilities 200
. 88 29

c.

Deaf/Hard of Hearing -

Visually Handicapped ,

..v.4.

Seriously Emotionally Disturbed 15 18

'Speech Impaired :?'') 12 .

Crippled and Other Health Impaired - 37

TOTAL (550
38),
868 393) 24

If data in Table II above differ by more than 10 permit from those y ur approved application, explain.
fliellUPPINMMINNoNguIMINIMIlmOmf

OE FORM 9037 -1, 1 1174 84

rd



7. Learnings and -Implications

This ti action of theme report will be organized consistent with the =Results

format. The SESAC project leal=nings wore obviously numerous' some expected

but many unexpected 1(arnings, too. From loarnings in the simulation, con-

- sultation and training activities, implications for other practitioners will

be drawn. A series of next steps will also be identified within a statewide

service delivery network.

A. Simulation

A:. the objectives and results indicate, the Special Education Administra-

tor Task simulator (SEATS)'proved o be a valuable vehicle to sensitize general

educators, both.assistant superintendents and building administrators. Simula-

tion adaptations were also made by both project staff and the project's clients

in Garden City and Saginaw. Over 680 additional personnel in those two dis-

tricts were exposed to critical issues in the education and placement of handl-

capp(,1

the pro j({ t .1aft hod the oivortunity to have the SEATS :fame author

t (rt ' t consultant wh, n IV ( ;am(' time to update SEATS, our Icalnin(p: in

-mall group planning, collective bargaining, power and especially

In de:.irjning training activities were solicited by Dr.'Daniel Sage. Three

work(d with Dr. Sage and generated a series of new activities

u ant deiigns for the- New SEATS, or NSEATS, as it will be published.

Two other major 'earnings that can be derived from our simulation

(1) requiring the participation of assistant superintendents in

file initial workshop in each of the first two years of the project and in the

t t_ r,at a na pt 1,a 1 bra contia-2ting with a local district; (2) identification

of kuilding principals' needs to implement similar training programs with

pz(,, Tonal staffs.



B. Consultation

The single most difficult concept to comprehend about the SESAr project

W.13 the range and breadth of the consultation activities in each of the local

districts. While each distriA was involved in exactly the same manner during

simulation after the initial needs assessment upon which contracts were writ-

ten, each district moved in a unique direction. It becamdla major task to

maintain c.taff awareness of each district's needs and focus. The obvious de-

mand-; made: ujion project staff were frequent and varied. One of our first

learnings during the consultation phase w s how overextended the staff quickly

'became. Even with the apparent assistanc of six students assigned to the

project for practical experience, they we e not adequately involved in pre-

planning. Modeling and debriefing sessions were frequently the most benefi-

cial training activities along with the consultation seminar which received

high marks from the students.

During the first year, it became apparent.that entry into each of the

school districts was,a time-consuming process. The single most significant

factor in gaining entry into these districts was the sense of security or

risk-taking behavior the director of special education and/or support this

role incumbent received from their superordinate, the assistant superintendent.

Instrumentation and data collection were also significant factors in evalua-

tion of consultation and training activities. This learning was quickly evi-
1,

denced again in the initial contacts with the second-year*districts, too.

The most difficult task during the consultation phase was evaluation of

change due to project-district staff rela,;onship. A number of organizational

dev?lopment milestones were achieved, such as the establishment of inside teams

which still existed after the project terminated its contract. Still the need

to establi'.h evaluation criteria for each contractual item was evident. In



many cases the original project objective related to creating more favorable

elimate. le the Tneral--Tecial education intetaction% Hard data around a

number of children rlaced in more integrated settings within regular classes

was impob:sibl to assess, however.

A project objective that evolved was the desire to develop within Michi-

gan a human resource pool. This pool of experts or experienced problem-solvers

with first-hand experience ready to share was developed, tested, and evaluated

by the project. Tr every case where the project solicited the assistance of

directors in other districts, both the district and the visiting director found

the relationship profitable and rewarding. They guitkly agreed to continued

exchanges. The implication for the staff was the need for closer logistical

-0ipport and communication between project staff, a resource person and a dis-

trict liar,on. The project director insisted upon frequent progress reports

since the project staff had established the district relationship, and would

continue their work\with the district relationship after the resource person

C. Training

Fach :ro-;-listrict training activity was well received. This gives sup-

port to t_to- need for continued professional development for practitioners.

They wt11 eume and participate if they identify their needs, and a group of

trainers or consultants would honestly try to Meet their needs.

These activities were excellent illustrations of the unique contributions

that a number of practitioners could make to one another. It was our best

advertisement for the concept of a human resoi rce pool of practitioners sharing

and learning from one another. We wish we could only have done more f6r them.

Many of our participant3 report these activities were major mental health sup-

pox:.)ve mechanim:.
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The variety of roles that project staff played, during the consultation '

phase were: (1) catalyst, (2) process helper, and'(3) resource linker. The

fourth role described by Havelock as solution-giver surely intruded during

our more impulsive moments. The critical learning that grew out of our con-

oe

sistent examination of roles was related to the independenC-dependent relation-

ship that was deve:oping between project staff and directors or other inside

team members. A summative learning and consequence was that when the outside

SESAC team member gets enamoured with a training design to a particular inter-

.

vention tactic,' the design or tactic has probably become the raison d"dtre,

not the client's need.

The project will continue to draw.learnings from experiences with the

district. One final staffing issue that has significance for replication of

outside-inside tram models employed in SESAC is the need for continued team

development and dyad change efforts on_tlye part of staff. Often intervention

,

tactics demand process observers so'Nat par iC.ipants or consuitant-trainers

'lo not involve themselves in the task or process of the groups at work. co-

training obviously demands pro-planning and co- designing to obtain team involve-

ment and commitment to the training or intervention strateg es and tactics.

At least two days of planning became our rule-of-thumb before lch day of

on-site interaction with the client system.

D. Disemination Training

The project director, the State Director of Special Education changed over

the course of the project from Mr. Beekman to Mr. Batten. Both, however, were

committed to Involving personnel from intermediate school districts (ISD) in

StSAC. They believed the project's focus on developing local district person-

nel and their relationship to general educators should(be a primary function of

ISD's. The project therefore had to involve all ISD's,through an orientation
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to SESAC. The basic strategy the project committed itself to was training,

not building awareness of its objectives, strategies or tactics. Therefore, a

task force model was selected where each district formulateeits own problem-

focus supported from the top administrator, and team members were chosen on

the basis of their competence or key role in planning for eventual implementa-

tion of a proposed plan in the following year. Building a commitment of task

force members to group development and the necessary group norms needipg group per=

formnce ON task was initial and continuous SESAC staff work. The results

indicato: that team growth was evident within teams and by staff observation of

task forcer-, over the six months. Here again staff cohesiveness was a determin-

ing factor in their ability to model and process task force activities. The

data again suggests that the staff had more cohesiveness than the task force

initially, and the staff grew even more cohesive over time.

1,-arnings from this third year of the SESAC project have been many and

and will probably continue to emerge in the fubure as we digest the

more thoroughly. There a're still many vestions to Weep in mind o4 to

a-y of the choi we made along the way,-especially in terms of

f -11-nts, method, of training and tw,eof resourceS, lack of oil-site

and 1:largli,7 to do follow-up.

init tall;, Ir wa.; diffieslt for*-poople to learn about SESAC's effcetl in

Jol di:Ari-2to and to extrapolate any meaning for thear own application.

This ecam :onfused with what staff were able to offer ISD's, which was a much

.iery ice model. It might have \been better to du the information

at a ',-partite (_-:sion for that purpose in the spring of 1974. (IL

tfonn begun th- fall with sessions that d(plt only with 'SW::: ond

"1 tt th, : Wright_ J0,4. This would have enabled ur to group clients according

t map triJblem Focw;, such w; roblQms or program evaluatitln,

4*.
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A

and concentrate training to deal with this. It also would have legitimized

concrete cross-district sharing of perspectives, problems and resources. This,

in turn, would have been the beginning of a statewide technical resource shar-
:

ing that was one of the goals of SFSAC. We also think it would have lessened

the cflanceS- of task forces disintegrating along the way.

A second weakness was the lack of on-site work with our clients. Over

the ,-our: ;' of time we did learn a fair amount about each district's unign

nvironment and working conditions, but on-sit work would have givcn us impor-

tant diagno.;tic information eA.:lier and supported the task fOrc in its baT-

,,
home environment. This idea is ,supported by the com_ept\of consultation as

,

0,

the basif from which training activities can and do emergek Training, by itself, ,

has a much more limited impact on a system and faces the problem of t'ansfer

/of-learning being solely left to the 'clients' understanding and mr-ivation.

Training alone also run3 the risk of seeing only the small gro as the client

rattler than tho total organization. This near-sightedness a hazard for both

ollent and consultant and_can result in pre-screening ou of information

that are vital to the success of a change effort. In addition, there

-risk that necessary linkages to other\mrts of the ystems will not he

, legitimized, or made available.

Tht third,problem whiCh is related to the second was 'the inability to

do Tollow-u14,work with each task force: In most cases, their products were

plans that are to be implements the future. They have invested a great

deal of time and effort and could undoub ly benefit from consultant assis-

tance And '.upport through the difficult period of involving others in imple-

menting; evaluating and modifying their change plans.

What Aid o(_ 2(1r gave us a much broader and deeper understanding of the

tremendous diverity within and across intermediate school districts. FroM

sophisticated, diversified staffs of .111 professionals to only 1 staff in



Lake Car' i, t
hct di-;tcl,_tf; range widely in almost every as-

poet ot or9ariazatiot, iql-rormel. Several have access to outside

ass i-Linc

CC/ tr, 110t aw,c0 of or near to needed supportive

;t a,-; uc w apiliation for the job of our

101( W,IC) /Wu, provide servics for all these con-

the _1%. trail-1141y uxperience verified the relevance

Or trainn,4 b(Ang 11,2ded and wanted by educators who

ii ty iu- Wi tI ot:v1c- ac,.omplish their goals. It would be

importa:A in t:1- usc to increase the quantity and qual-

ity of liticts and intermediates, and 'between the

fln,

Wra-11.1-, ,:lo ,../ tf.) ,i,.-Y, lop 1f, .iz-lerient Lraining sequence over time .was ----
±

1, :.;E,:c -A-atl---.rod us to search cur
;r t'

:-tt im T..3triuud:, I maximize Lha"use of -al I

- '* , 1,! 'r,f; flo r in , productive, 6ffective team.

t-

'of tlt- tr.

vv.,-.1 worthwhile a0coMplishments

_Jclrf 1- consistently witI the Project;

three cim, to tiv,c,ffort and two more contributed

11 Ti c.ft,n .Lsarjr,_!ed on where or how to proceed with

abic +-0 cratively utilize the best

thinkin'j a i i rt(.,t toter:7 staff member took the time and

* (,*- our 1. ?t ,yout.s, wilere they were, and where

cy w-mt. ' 'u
w_ct-1, each other enabled all of us to

r)! t,, v,tri0u. (,tA furecs and Le maximize effectiveness

t;, ,(,r1 rr, ,./ Lon, iui ly evaluateck the training

Lof_il in ! ut j t, to t-w22t out objectives and for matching client

;



needs. We- searched for and tried out many me,: methods of training and evalua-

Lion and thereby increas,d ourleperto re_as trainers. We learned from both

failures and successes, and ware constantly open to critiquing ourselves and

our team efforts. It w- a chaili,ning job and done well.

E. Dissemination TrnditioriallOrientation

We aid not have tiro l o move outside of Michigan. Basically, road shows

gave tr a chance to repl)cate our designs without major modifications. This

only occurrd tbre time:3. In other disseminations we basically applied our

learning bnt. 'lad to crat- new designs duo to the nature of the request from

the cli..nt

Pre-S..rvic Training

I t should be noted-tl-aiI:projet staff were primarily hired as employees.

---They were experienced a._tif_ioners who interrupted their professional careers

to i,arsue adva%ced .:;octoral studies. The-project did serve a practicum require-

ment for those majorino in al daration administration under Dr. Burrello.

For other. in edn'ationai p--.yehlo, the ptojeCl afforded an opportriiiity to

de..,51»na ,,t ) raining,

For ot_hr,r. not Ia. i,ct ff p-r our major problem was time com-

implementing and evaluating their effort:;.

mitment and tTle took to bring them on board in the project

so that they -07111.1 mre jute th'eir consultant relationship with.a district.

onr _
rl,at a concommittant seminar reeds to be offered

independent of prujt ',taff meetings if students are to be involved in the

future oi in an Thc students,as well As-the staff need opportu-
\.

pities to extend Jearni ngs and grate their learnings within the conceptual

frameworks tne ptopct. Tney also need assistance in planning Eor

evaluation, shazIng d.ggns, readings, and new training games and materials.

The overall -: rlcce-.s of the district intervention as well as the dissertation
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project staff ,It.o were ahle to lop and complete other forms of

technical a:.:Ltanc,... 1)e,.01-; or the proyet coves testimony to the fact that

Universiv7 : ident.;_la N--d h zitr!; can work in an interdependent

fashion. 10 it oti t ref'irld t..rrt_icipal ion in student research.

,8.. Next

,-

As the SUSAt Eioject was neariiki its completion. the State Director and

Project DireCtor conmitted 1..ontinued role in assisting him and

his staffre-examirwig their roles and functions in relation to ISD and local

school district personnel in tht administrative, supervisory and consultative

ranks. Some continued federal dollars - $40,000 and an additional $20,000
- .

from ISD' .s culiently in hand or projeeted for a four-year term. Another

$12,000 15 already committed from thc Saginaw schools to 'follow through on

la:;t year's appropriaton of ::,24,000 to complete seven building plans to inte-

grat.,. and maintain ;,vid .apped Okrildren in regular programs whr.ird possible,

a fittirrj future fox ,1 project v.hicl+ had children with special needs

as the, zr titct.t. 1-,,in,ficaon, of its parpoe.
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Preface

These chapters are based upon three years of planning, implementing

evaluating hundreds of interactions between practitioners and university

based personnel committed to improving the relationship between special

and general educators who deliver services to exceptional children.

vProfessional personnel from twenty-five regional and local school dist...lets

with school populations ranging from 10,000 to 40,000 parti'pated In

the mutual development of these materials. The practitioners who worked

with our staff were drawn from the ranks of teachers, principals,

psychologists, social workers, therapists, consultants, supervisors,

directors of special education, curriculum or in-service and assistant

superintendents, and superintendents themselves. These same client groups

were participants as well as co- planners and co-trainers.

In these chapters we have attempted to outline the basic principles

from the literature on change and organizational development that guides

our practice with these client groups. We also describe how we apply'

those principles and, finally, a series of specific in-service training

activities for the reader Lo review before adopting or adapting them to

their own unique context. The specific in-service training activities

grew directly out of the needs of our clients., We feel they are represen-
.

tative of the current issues in special education as it evolves under

legislative and judicial mandates for full, equal and quality services

for all children.

These chapters are primarily designed to assist the practitioner who is

confronted with needs for change in the nature of relationships between

regular and special educators. It Should serve those practitioners in



admlstrative and supervisory relationships to either regular or special

educators who are examining their working relationships. Finally, it is

designed to assist those practitioners whose major responsibility is the

design and implementation of in-service training sessions for regular and

special education personnel.



Change

Chapter I

CONCEPTS RELATED TO CHANGE IN EDUCATIONAL SYSTEMS

Evan Peelle

As educatOrs, we have traditionally been concerned with the

individual child. Change and innovation efforts are made with the child

in mind, ultimately. Various strategies for bringing about change have

been employed such as variations of direct service to children, alternative,

programs, curriculum development, teacher training, etc. Such innovations

have focused on changing individuals or on minimal modifications of

methodology or structure. Few innovations have actually been evaluated,

shared or rooted. For the most part, innovation in education has occurred

in a vacuum, resulting in piecemeal projects and criticism of "innovation:"

Those of us concerned with improving education for children are

involved in one way or another in attempts to bring about change or

innovation. In this time of rapid change, pluralism, increased interaction

and interdependence, it becomes necessary to consider the complex relation-

ships of individuals, 'organizations and systems. Most importantly, as

educators it is crucial and possible for us rationally and humanely to plan

change. Powerful forces for change, as well as strong criticism of education,

necessitates a commitment to being proactive rather than reactive. Planning

change using a systems approach increases the possibility of bringing

about meaningful change.

In any system, both change and resistance to change are

natural phenomena. A variety of forces, individuals or groups are

-1-



constantly working together toward or in opposition to some outcome.

The forces may come from inside or outside the system. Usually, the

strength of the force for change is accompanied by a proportionately equal

force opposing the change. Sometimes forces for and against change may

exist simultaneously within the same system.

"Change", or an alteration of the status quo, can occur in different

ways. Evolutionary change emerges slowly and in small increments. The

changes are not radically different from the status quo; therefore, little

resistance accompanies this type of change. Change may also result from a

-more purposeful attempt to bring about larger, though incremental, reforms.

Since the change "goals involve more obvious alterations, more resistance

is likely to arise. Revolutionary change involves a planned attipt to

alter drastically the state of affairs. Resistance to this type of change

is usually high. The type of change effort usually employed in educational

systems and organizations is of a reformist nature. While there are

advantages and disadvantages associated with reformist Change, it is easily

applied to the systems with which we are concerend, so.discussion of change

will focus on this particular type of change.

The force for change is related to a gap between "what is" and

"what should be." The width of the gap varies from intense dissatisfaction

to the desire to do something better--in a sense, to try to improve something

which is relatively adequate. A system may or may not be aware of the need

for change. Within a system, various components may view the need for change

differently.

-2-



There are some generalizations and recommendations that can be made

regarding resistance to change (Watson, 1967):

A. Who brings the change?

1. Resistance will be less if persons involved, teachers, board

members, and community leaders, feel that the project is

their own - -not one devised and operated by outsiders.

2. Resistance will be less if the projeCt clearly has whole-'

hearted support from top officials of the system.

B. What kind of change?
1. Resistance will be 'less if participants see the change as

reducing rather than increasing their present burdens.

4. Resistance will be less if the project accords with values

and ideals that have long been acknowledged by participants.

'5. Resistance will be less if the program offers the kind of

new experience that interests participants'.

,6. Resistance will be less if participants feel that their

autonomy and their Security are not threatened.

C. Procedures in instituting change
7. Resistance will be less if.participants haVe joined in-

diagnostic efforts leading them to agree on the basic

problem and to feel its importance.

8. Resistance will be less if the project is adopted by consensual

group decision.

9. ResistanCe fill be redticed if proponents are able to empathize

with opponents, to recognize valid objections, and to take

steps to relieve unnecessary fears.

10. Resistance will be reduced if it is recognized that innovationsl'

are likely to be misunderstood and misinterpreted, ancrif

provision is made for feedback of perceptions of the project

and for further clarification as needed. _

11. Resistance will be reduced if participants experience

acceptance, support; trust, and confidence in their relations
.

with one another.
.

12. Resistance will be reduced if the project is kept open to

revision and reconsideration if experience indicates that

change would be desirable.

While resistance can he reduced, there is a certain amount of pain

connected with change. Before change can occur, it is sometimes necessary

n rea.e the pain level by surfacing conflict or dissatisfaction.

12'

Adequately pqnning, implementing and*ovaluating a change effort involves

commitment of a good deal of time and energy to the task, living throtigh
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frustrations and ambiguity, struggling with goals and values, frequently

the learning of new skills, new ways to woik_together, new readership

styles and often, modification of structures, oceOurest or policies.

It means making time to do more than "Eight fires." Such a commitment is

necessary if change is to be

,

significant, lasting and on-going. The

purposeful planning of change can lead towareadaptatiOn of innbvations and
/

sklf-renewing systems.

Systems and the Organization

There,::is a theoretical, empirical

employing a systems approach in order to

.r.

and-practical rationale for
.

bring about change. Change does

not occur in a vacuum; it occurs a social syseM and should be plonhed
4

within the context of that system. 'Numerous interacting variables in.thc.

human system also interact With a,change effort .and, in reality;.those

variables may both affect and be affected by that effort.

A system is an aggregate of dynamic elements which are in gomm,ovay

connected and interdependent and operate on the basis of missions with

functions and tasks related to those_ missions. Individuals, groups and

subsystems comprise the system which is surrounded by the Larger environment

octhe community, society and the future. Arty component may be a subparP',-.

of any system; in other words, any system

system. All systems hafre an environment.

may be surrounded by a larger

Monetary,physical or human resources

are fed into the system and allocated among component's in order for missiths

to be accomplished. Systems may be open or closed; an open system is

r,,lated to and makes exchanges with its environment, while a closed system

is the opposite. The way the components work together, utilize resources

and intoract with the environment to fulfill its mission determines the

-

-4-
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effectiveness of the system.

Organizations are special cases of the more general concept of

systemS, being social Units created for attaining specific goals through

prescribed activities which are determined by a particular structure.

Subparts of organizations are interdependent upon each other in terms of

, 4
.0 0

goals, functions, resources and their relationship to the larger organi-
,

zation4. There may be a variety of organizations which are interrelAed

in terms of their op ration within the larger'System. The interactions

and interrelationships are complicated by overlapping membership of

ponents as.well as one or two-way Communication with internal or

external components. In simple terms; the relationship of components
il

looks something like this:

4

5

6

SYSTEM
INTERACTION
PARADIGM

I. Individual - can be part of one_ or any. number of groups

2. Group 7 can be part of one or,anynumber of subsyslems

3. Subsystem/subpart - any number of subsystems can exist in a system

4. System /organization - any number of systems can exist in a supra -

structure
5. Suprasystem /larger system a number of suprasystems can exist

within the environment, /
4

Environment/community/society/the:future
/ .
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To illustrite, the image is of a teacher (individual) who

initiates a sex education curriculum unit within a group.of 5th grade

teachers (group),!;,,ithin a school building (subsystem) within a school

district (system or organization) within a "people-helping" unit of

society (suprasystem) within a community or society (environment). That

t action is initiated on the basis of projected future needs and will have

some impact on the future (environment). Individuals, groups, subsystems
ti

and other organizations interact within the suprasystem and interact with

the immediate community environment and the remote state, national and

world environment as well as the environment of the future.

In thinking about'change, it is important to understand this complex

eraction. The problem and change goal, the target component, and. the

mode of intervention need to be carefully planned within the context of the

system. Frequently, multiple problems and goals, multiple target components

and,multiple intervention modes need to be considered.

Change at one level of a system may affect ancl be affected by other
F.

levels within the system. When change occurs in any part of a system, other

parts are usually affected, demonstrating positive or negative reactions

to the change. For example, change in an individual may have impact on a

group-and change in a subsystem may have impact on individdais within that

subsystem, on other. subsystems or on the larger systelif.

In essence, a change plan should consider possible consequences as

well as power and influence patterns. Within the context of the system,

suppoit and commitment to a plan can be developed. From the beginning,



an adequate change plan should include ways to support, maintain and

stabilize the change, ways to spread, diffuse or disseminate the change

and ways to modify and continue to change.

Early change efforts showed that individual change has limited

transfer to real settings and is minimally effective in bringing about

larger, long lasting changes (Havelock, 1973a; Nord, 1972; Schmuck & Miles,

1971). One must consider the social setting, norms, role expectations and

support from administration, peers, anc\ other significant groups.- For

e.;

learning to transfer, individuals need the opportunity to apply their

learning "back-home" 'and to receive support and feedback. Along with this,

experience has taught us that the most significant change often results

from working with many levels or componentS within an organization. Support

from top leveladministration is often critical. Usually, the-change goal--

requires alteration along several dimensions--e.g., normative, interpersonal,

skill, knowledge, process or structural.,

A single innovation is more readily adopted when a systems approach.

is employed. More importantly, though, a system can learn the processes

necessary for creating a climate in which innovation can continue to occur.

Miles (Schmuck & Miles, 1971) says:
rt

It is time for usto recogniie that successful efforts at

planned change must 'take as a primary target the improvement

of organizational health--the school system's ability, not
only to function effectively, but to develop and grow into

a more fully functioning system...Attention to organizational

health ought to be a priority one for any administrator
seriously concerned with innovativeness in today's

educational environment.
(p. 1)

Empirical evidence repOrted by the Cooperative Project for Educational

Development (COPED) (Schmuck & Miles, 1971) supports that claim. The
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Project found that school district and building innovativeness was a

function or organizational variables such as the degree of leadership sharing

and personal support provided by principals, the adequacy of problem-solving

procedures, perception of the reward system favoring creativity, the degree

of trust among colleagues and. the amount of teacher initiation of

innovative proposals. No relationship, however, was found between

innovativeness and per pupil expenditure (p. 21).

It is believed that change and innovation can occur in effective,

healthy organizations. Those organizations are considered to have a

conducive climate in that they are dynamic, organic and open systems rather

than static, mechanistic and closed. A number of dimensions upon which,to

judge organizational effectiveness have been suggested by Schmuck & Miles

(1971), Likert (1961), Churchman (1964), Watson (1967), and Zaltman, et. al.

(1973). The recommended characteristics are, of course, ideal. We are

suggesting, however, that administrators can have a critical role in

establishing the norms,'processes and structural means to *able their

organizations- to approach the ideal. Each of these dimensions can be

considered in terms of "the way things are," "the way things should be"

and "how to get there."

Dimensions of 'Organizational Effectiveness

1. Goal focus: In a healthyorganization, the goals are clear to

members and are accepted by them. Organizational and personal goals of

staff -;mesh reasonably well. Those goals are congruent with the demands'of

the environment, implying, as well, a congruence of goals between related

organizations.

00

1
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2. Cjommunication adequacy: In a healthy organization, there is

relatively distortion-free, open and direct communication vertically and

horizontallytwithin, between related organizations and with the larger

environment.1 There is seeking. and sharing of information, and feedback

mechanisms are established.

3. Climate: In the healthy organization, members are attracted to.

membership and have a sense of well-being and satisfaction. The climate

exists wherein peers support each other's growth. There is openness, trust

and risk-taking. In conflict or negotiation situations, there is trust that

"the rules of the game" will be followed. The affective state of the

organization is a legitimate focus.

4. Resource utilization: In the healthy organization, resource

allocation is planned and coordinated based on needksestablished by admin-

istrators, implementors and consumers. Roles are established according to

needed function and skill available; role boundaries remain flekible. The

fit between peoll-.t's disposition and role demands' affords "self-actualization."

Attention is paid to resource renewal through training, linking, peer sharing

and acquisition of new resources.

5. Optimal power equalization; In a healthy,organization4 the

distribution of influence is relatively equitable. Collaboration and

negotiation rather than coercion exist and influence is based on competence,

information and the involved individuals' or group's stake in the outcme.

Leadership style is flexible, adapted to the need of the group and admin-

istrators are committed to using, when possible, a participatory/shared

influence style.

-9-



6. Conflict: A healthy system,recognizes conflict as a healthy,

natural part of the change process and deals with it openly and con-

structively. Attempts are made to equalize or, at least, balance the

power distribution so that negotiation can occur.

7. Innovativeness: A healthy organization is self-renewing and is

involved in a problem-solving process related to itself, other organizations

and the environment. It is a "future-sensor" and is prepared to move

proactively in positive directions rather than reactively responding to

crises or overwhelming forces for change. It develops and utilizes skill

and knowledge diffusion and dissemination technologies. It seeks to influence

as well as utilize innovations in related fields. Risk-taking, creativity,

support and sharing are rewarded and legitimized. Resources are allocated

for the purpose of innovating. The change function is legitimized and

supported by providing the internal change specialiSt.

8. Future orientation: A healthy organization is able to tolerate

ambiguity and uncertainty.- The organization scans the environment tb

anticipate needs and trends and continually makes adjustments,over time.

Both short and long range,planning Occur and evaluation and a feedback

process exist. In essence, there' is a "plan to change."

Planning Change

Within'the generic framework of planning for change, Organization

Development (O.D.) and Planned Change are the basic approaches employed

for effecting reformist change in systems and organi4tions. Both

approaches are relatively new and are still being developed. The distinction

between them is unclear and, for our purposes, is unimportant.

-10-
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organization Dovelopmfnt was tit!d introduced in the inthrstrial and

,stting. More recently, it:, applicability to the educational wtting

has been demonstrated. The COPED findings (Schmuck & Miles, 1971) suggest

that crucial dependent variables such as innovativeness are correlated with

organizational variables (e.g., trust) which have been shown to respond to

C.D. efforts (p. 22).

The Organization Development approach aims to help administrators

improve the effectiveness of organization. It is a planned and sustained

effort to supply behavioral science for organization improvement. 0.D. is

employed to maintain as well as to modify an organization. Emphasis is on

the system rather than the individual. "System" can mean the entire

organization or a subsystem such as a department. ,Emphasis, however, is on

improving the ability of a total system to cope with relationships within

the system and with the environment.

organization Development is concerned with four basic interfaces?

(Lawrence ,c Lorsch, 1969):

1. organization-environment: key problem--assessing and adapting

to changes in the environment.

2. 'croup -group (within, the organization):key problem -- integrating

and coordinating.
1,-

3. Individual-organization: many problems motivation, role

expectations, commitment to goals, self-actualization, etc.

4. Person-person (interpersonal relations with the organization):

key problmpeople working together in groups orsuperordinate-subordinate

interactions. 4



a

Organization Development may be understood in terms of three

dimensions:

1.. Problems diagnosed by the inside-outsi,:e team (shown on

vertical edge on model below).

2. Focus of attention or target of change effort (shown on diagonal

edge).

edge).

3. Modes,of intervention which may be employed (shown on horizontal

o' INTEflVe?,ITICYJ

The O.D. Cube: A Scheme for Classifying O.D. Interventions

(Schmuck & Miles, 1971, p. 8).

-12-
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The modes,- A intervention which may he employed are as follows:
No*,

1. Training or education: procedures involving direct teaching

or experience-based learning. Such technologies as ledtures,
exercises, simulations, and T-groups are examples.

2. Process consultation: watching and aiding on-going processes
and coaching to improve them.

3. Confrontation: bringing together units of the organization
(persons, roles, or groUps) which have previously been in poor

communication; usually accompanied by supporting data.

4. Data feedback: systematic collection of information, Which is
then reported back to appropriate organizational units as a base
for diagnosis, problem-solving, and planning.

5. Problem-solving: meetings essentially focusing on problem
identification, diagnosis, and solution invention and
implementation.

6. Plan-making: activity focused primarily on planning and goal

setting to replot the organization's future.

7. O.D. task force establishment: setting'up ad hoc problem-
solving groups or internal teams of specialists to ensure that
the organization solves problems and carries out plans continuously.

8. Techno-structural activity: action which has as its prime focus

'the alteratioh of the organization structure, work-flow, and

means of accomplishing tasks.

(Schmuck & Miles, 1971, p. 9)

These interventions are not mutually exclusive. They may be used

simultaneously, and can flow into each other. Strong O.D. programs typically

involve many or all types of interventions at bhe time or another.

Any 0.D. intervention may be analyzed according to problem, focus and

Mode of intervention. For example, there may be lack of clarity about roles

of special services personnel (problem-role definition); general education

al2ninistrators are concerned that,role'definition occur and that information

he shared with teachers (focus-intergroup). This may involve process

-13-
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consultation, perhaps some confrontation regarding need; data feedback

regarding perceptions of existing services, needs, problems, etc.;

problem solving meetings involving special and general education subgroups;

and techno-structural activity, establishing of some form of team, perhaps

building teams or a joint special ed/general ed advisory-task force (mode

of intervention-multiple).

O.D. involves members of the system in diagnosis and planning change

in their own organization. Rather than accepting diagnosis and solutions

from an outside "expert," organization members work with the aid of an outside

consultant. Because change is ongoing rather than limited to a specific

period of time, a subsystem within the organization is often created to plan,

manage and evaluate the continuous process or organizational self-renewal.

Members of such-a subsystem operate as inside change agents and frequently

link with outside consultants. Such stelsystems may be called "task forces"

or "inside change teams" and may expand, contract, disband,or reform based

on need. Change does not come easily or quickly and two or three years is

a typical time period for completion of significant and self-sustaining

change. An organization is not-changed permanently, but is involved in

continuous self-renewal.

Planned Change is a process which is intended to make more likely

the acceptance by and benefit to the people who are changed (Havelock, 1973).

This approach is more concerned with bringing about change or innovation

ani irqs with system maintenance than is O.D. The emphasis is on using

resources to assily a client system in problem solving. The'training mode

of intervention is deemphasized and process consultation emphasized by many

practitioners of Planned Change.

-14-



There are several roles a change agent can employ. These roles

are'not mutually exclusive although a change agent should, with the client

system., mutually determine which role is to be utilized at a ,Particular

time. Change agents can be either inside or outside the system and hold

any title or position. Four roles according to Havelock (1973a) are:

1. Catalyst: upsetting the "status quo," energizing the problem-

solving process, "getting things started."

2. Solution giver: giving solutions while aware of appropriate

timing, audiences and strategies facilitating adaptation.

3. Process helper: collaborating with the client in the process

of change by employing probleM-solving skills to:

help the client recognize and define needs;
help diagnose problems and define goals and objectives;
help the client acquire relevant resources;
help the client generate, evaluate and choose.solutions;
help the client adapt and implement solutions;

help evaluate progress.

4. Resource linker: helpiii) clients find and use resources inside

and outside the system.

A fAth is added by other practitioners of Planned Change:

5. Trainer: learning at awareness, attitudinal, knowledge and/or

skill level. "Expert" resource, in content or process area. Purposefully

teaches or designs opportunities for learning to occur.

Many of the change specialists stress the problem-solving focus and

each has an individual variation of the stages in the process (Havelock,

1g73a; LIITitt, et. al., L958; Zaltman, et. Al., 1973; Churchman, 1968).

Por can purpo3es, those numerous problem-solving models can be synthesized

)asic model:
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1. ntry: building relationship, learning about the systom.

(p,ople, resourcs, etc.), defining tole,,.

2. Fact-finding: diagnosis, data collection, needs assessment,

force-fielding, defining the problem.

3. Establishing change'goals

4. Generating solutions: evaluating and choosing

5. Action plan: articulating explicitly a step-by-step plan

including plans for a "trial-period" and an evaluation plan; resembles the

writing of objectives.

6. Implementation: carrying out plan, collecting evaluation data

7. Evaluation and modification

These stages are not necessarily sequential. Typically, building

and maintaining relationships occurs throughout a project as does fact-

findipg and acquiring resources from inside or outside the system. Evaluation

mav lead back to other stages. Efforts in the various stages may occur

out of order or even simultaneously.

All along the way, actions are taken to gain acceptance, increase

the possibility of adaptation, stabilize the innovation and enable the

system to become self-renewing. Involving members of the system facilitates

acceptance and stabilization of change. Key people to invo_ve at

appropriate points might be: decision makers, anfluential people, innovators

and resisters, people who are sources of information, people who are

affected by changes and those who will implement changes. Frequently,

forces for and against change are analyzed and strategies are developed for

-16-
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either increasing or decreasing those forces. By discussing and

demonstrating the innovation, awareness,,interest and commitment can be

developed. Involving members of the system in planning change increases

the possibility that change agent skills will be'diffused, further

enabling the system to become self-renewing.

Working Much the same way as the O.D. process consultant, a

process helper change agent develops a collaborative relationship with

the client. Usually, an inside change team is established. The,team

changes and makes contact with key people as the need arises.

-17-
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A Case Study

The previous example of a\hange effort involving the initiation

of a sox education currictilam,pan be use to illustrate critical points

that should be considered when planning for change. As an inside change

r,
agent, the teacher' would probably have'a diffibu time implementing

such a change single handedly, even if she had been to a workshop on sex

education. Therefore, the teacher, aware of a need, might enlist the

support of several teachers, parents, and, perhaps, students to gain

legitimization from.admfnistration. That group icht become an 'ad hoc

inside change team. They might enlist the hel of-outside consultants who

e

are experts in `the change process and iivthe content area.

The team might do some fact-finding related to perceived need,

norms, support and resistance, interest, existing skill knowledge,

'expeetis, etc. Data might be collected from other t.achers, parents,

students and community agencies. Reviewing the_current'legislation,

literature and research in the field might addvaluable,data. Having

diagnosed the situation, they would probably define the problem and develop

a rationale. They might learn that venereal disease has increased; Oat

with the trend toward deinstitutionalization, sex education for the

handicapped has become a recognized need; that students indicate little

knowledge and high interest; that the community mental health centerh as

been'intersted in starting a program;-that no program exists; that parents

and teachers are ambivalent; that teachers do not have, the adequate

with students or knowledge to teach sex education; tha time or

me,m; exists for training the teachers or teaching the student_ t

3
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good program with developed Materials has been tried in a' nearby region,

etc. ,The next step would be to define change goals based on information

gained through fact=finding. Broad parameters and outcomes of the program

would be defined. '

Alternative strategies for accomplishing those goals would be

brainstormed and evaluated regarding feasibility, consequences and impact.

Appropriate solutions would be chosen and an action plan (objectives) would

. be written. For example, the team, comprised of particular teachers,

parents, students, administrators, counselors, mental health staff members

and outside consultants would investigate resources. Release time would

be established for visitation, planning, inservice and support group

meetings. By a certain date, a curriculum, unit would be developed to be

piloted in one school and then disSeminated. A certain number of inservice

days involving parents and teachers would be planned to bring about

attitudinal, knowledge and skill changes. A counselor would supervise a

group of student "peer counselors." Mental health staff members and teachers

would team-teach courses, providing each other support and feedback. During

the lissemination period, those- teachers and mental health workers 'would

team with teachers at other school. Information 'sharing and demonstration

would occur involving other schools. Formative and summative evaluation

would occur dealing with perceptions, knowledge and skill gain, results

such is changes in V.D. statistics, recommendations for change, etc.

While this example is simplistic and brief, it demonstrates a

number of important points related to planning change.' Change was planned

within the context of a system. Various components were 'involved in data



collection, planning, implementation and evaluation. The attempt was

made to understand the system, assessing its-norms, resources, etc.

The school did not operate in a.vacuum,-but involved parents and

community agencies. It invoNed those people to be affected by the change--

students as well as teachers. Inside and outside resources were

identified and linkages established for effective utilization to occur.

Support was built in -,for attitudinal, knowledge, behavioral and role change

via legitimizdtion,team practice and feedback. Diffusion and evaluation

were planned from the beginning. A problem-solVing process was followed

and an appropriate trial period planned. Consequences were considered.

Power and influence' was diagnosed and the plan included key people:

Administrative support was sought. Changes were planned along different

dimensions--normative, interpersonal, skill and knowledge. ProceSs and

mechanisms were planned to facilitate the change.- Role function and policy

changes were included. The system has adopted an innovation and has

developed new ways of operating which will encourage self-renewal.

et



Summary

The purpose of this'section was to provide a conceptual framework

for planning, Change in a system or organization. Bagic concepts were

discussed involving:

1. Cha ge

2. Systefls theory and organizations

3. Two approaches employed in planning change in organizations--

Organization Development and Planned Change

4. Critical points to consider when planning change
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GLOSSARY

Change - alterdtion of the status quo

Change agent - one who tries to facilitate change

Client system - person, group, organization, system with which the-change

agent works

Component - element; any unit within a system, from.a single individual.to

a subsystem

Environment - circumstances beyond the control of-the system. Includes

"givens", constraints, future, time community, society

Group an informal collective with which the individual identifies. An

individual may be a member of any number of groups. Agy_numbertif__-
groups may exist within a system

Innovation - implementation of an idea conceived of as "new"

Organization - a more specific case of a "system"; a, recognized aggregate

of individuals who perform distinct but related tasks in order to

accomplish a goal. Created for attaining specific goals through
prescribed activities determined by a particular structure.

Emphasis on goal attainment and formal structure distinguish the

organization from other systems

Organization Development (0.D.) - the planned and sustained effort to
apply behavioral science for organizational improvement. Concerned

with organizational health and maintenance as well as change.

Planned Change_ purposeful designing of change to improve the functioning

of a system. Is intended to, enhance the possibility of acceptance

and benefit regarding an innovation. Stresses a "problem solving"

approach to innovation.

Resources - human. monetary, physical things put into the system in order

for it to a complish its mission

Self-renewal - a system's ability to continuously sense and adapt to

ti
changing external and internal circumstances in such a way as to

strengthen itself and to optimize interactions that occur within.

the system, between the system and other systems and between the

system and the environment

Subsystem - subpart of a system; has the cAracteriftics of a system;

has mission of the system, may also have own related mission.

subsystems are interdependdnt upon each other in terms of their

relationship to the encompassing system

f:uprasystem - larger system encompassing any number of systems

system - a delimited aggregate of dynamic elements that are interdependent

and interconnected. Has a mission, members, member functions,

resources and an environment. All but the simplest have subsystems.

May be a subsystem of a larger system or supraSystem

-22-
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Chai)ter II=

APPLICATION OF CHANGE PRINCIPLES IN SPECIAL EDUCATION

Leonard C. Burrello

In this chapter, a description of the Special Education Simulation

and Consultation Project (SESAC) is developed to demonstrate the application'

of organizational development and planned change principles to the special

education social system in the public sc.-tools. While special education may

be viewed independently as a social system itself, it largely parallels the

hierarchical structure of the larger social system of the schools. Functionally,

the interdependent relationship between general and special education is

- apparent in allocating and integrating roles and resources to achieve the

goals of the school system. Operationally, the interdependent relationship

takes effect in the day to day personal interactions between staff, children

and parents. A more complete delineation of the relationship between general

and special education placed within a social systems framework can be found

in Burrello (1973) and Burrell() and Sage (1976).

For three years this project was supported almost exclusively by the

Bureau for the Education of the Handicapped through the Micbigan State

Department of Special Education. At the termination of the project in 1975,

federal, state, intermediate and local school district; and university funds.

sustain its focus and activities. The goals and objectives.of the project

are designed to create a climate for organizational and interpersonal change

in school districts. The major vehicle to accompliSh this task is the

continuous development of outside-inside task force teams to assist in the
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rf7chfinition of special education as a quasi-independent instructional

sUb-sy!item of general education to a process helper-trainer role within

the schools.

Burrello,,Tracy, and Schultz (.1973) have provided a set of assumptions

to outline d conceptualization of special education labelled experimental

education:

This conceptualization has two major thrusts. The first is

. the determination of services on the basis of experimentation
uand evaluation as opposed to an unplanned response to,a large

number of children with special needs. The other centers on
the delivery of services or alternative educational options
within the general administrative and management'structure of
schools as opposed to the continued development of the delivery
system within a separate administrative organization or sub-
structure.'

SESAC project staff attempt to model a change agent role for

consultees--local special education directors andeconsultants. They, in

turn, hopefully model behaviors consistent with a process helper and resource

linker to their client systems, administration, teachers, parents, and

children. These outside relationships have been described dynamically by

Havelock (1973) in Figure 1,,

The current issues facing special educators include mandatory

legislation, new administrative rules and regulations, mainstreaming, severely

handicapped children, continued litigation, and finally, limited resources

to implement the mandates and changes in reaching the goal of quality

services to exceptional children. ' These issues require careful study

before initiating changes in the structure, functions, and relationships

between personnel in schools and communities they serve. The transition

from current practice to new responsibilities of special education first

-25-
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Figure 1

Four Ways to Be a Change Agent

Change Agent
as

CATALYST to

..
Change Agent

as

PROCESS- HELPER

SatDissat,

Disturbance

I I

1
I /

I /
I'/

/ ///
//

ApphcatiOn Diagnosis

Change Agent
as

RESOURCE LINKER

Search. Change Agent
as

'SOLUTION GI% IR

Satutions

must include a description of clients: Fijure 2 illustrates popularly

com.eived notion:. of who special education's clients are and what personnel

cenorally serve those groups by screening, certifying, and placing them

within a special education subsystem which has had and continues to have

little relationship to the mainstream of education in spite of some new

label,' for alternative service arrangements to regular classes. The

def.eription miqht best h' identified as the .process of attaining membership`
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in the class of deviants, Mercer (1)72), for the purpose of instruction of

basic skills, sociatization, and internalization of differences which

require the development of compensatory mechanisms to reduce the person's

visibility as deviant.

,C11,at Groups

"Suspected"
Children & Families

"Identified" and Certified
Children & Families

"Placed"
Children

Few General Education
Teacher_,, Administrators,
e.r Consultants.

4

Figure 2

Educational

Planning

and

Placement-

Pro ess.

Inside School Personnel

Diagnostic/Learning Specialist

Psychologist
Social Worker

Special Education Administra-
tors - Consultants

Special Education Teachers and
Aides, Theraoists

All of above

Identification and Educational Programming
within Identified Special Education Programs

Figure,3 illustrates how the SESAC Project attempts to model a series

I

of behavior for internal initiators of change in a planned, deliberate

fashion. tort. the client group:, include those persons who serve children

and youth directly or indirectly by their role and function in the hierarchical

structure of the schools.
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CONSULTIVE s CONSULTANT

CONSULTANT

GENERAL EDUCATION SPECIAL EDUCATION STArr SESAC PROJECT STAFF

SUPERINTENDENT ASSISTANT SUPERINTENDENT PROJECT DIRECTOR

;ENERAL EDUCATION CONSULTANTS DIRECTOR

DIRE_

BUILDING PRINCIPALS &
CONSULTANTS

GENERAL EDUCATION TEACHERS,
PARENTS, CHILDREN, AND YOUTH

SPECIAL EDUCATION
CONSULTANTS

TEACHERS

GENERATING EDUCATIONAL ALTERNATIVES

FOR ALL CHILDREN
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Through direct training, co-training, and joint collective problem-

solving strategy sessions, inside change agents learn to fix on new roles

with a variety of client groups within their school district or building.

other activities are designed to assist insiders with new skills through

practice outside of training sessions, including their participation with

project staff in other school districts who indicate a need for peer resources

that have experienced all phases of initiating changes in special education

in other settings. For another disdussion of this transitional process see

Burrell°, Guafino, and Poinsett (1974).

Throughout the organizational development and change literature,

consultants hc.ve debated the pros and cons of being An insider or an outsider

t6 the syStem. After tallying the advantages and disadvantages of each

r.o;ition, it seems apparent that neither state alone is optimal. Armed with

information, the SESAC staff capitalized on the positive aspects of

each approach and developed inside-outside change teams to maximize the

effectiveness of their efforts. An outsider can bring expertise to the

visider, who in turn legitimizes this presence. The insider understands the

1
client system and its reaction to the Change process. Figure 4 provides a

listing of the relative advantages of the inside and outside change agent.

Developing and implementing an education innovation can besfacilitated

within a planned change model. Havelock (1973) has developed a step ladder

approach which not only describes stages in planned change but strategies to

assist in obtaininu a system acceptance and, eventually, building its own

mechanism for self-renewal.

P..fort. any innovation can be introduc-,d in a school setting, usually

there i4 an expressed "felt need for a change." Once this need is recognized
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Figure 4

Inside-Outside Relationships

INSIDE CHANGE AGENT OUTSIDE CHANGE AGENT

ADVANTAGES DISADVANTAGES ADVANTAGES DISADVANTAGES

1. KNOWS SYSTEM
POWER DIMENSIONS
PRESSURE POINTS

2. SPEAKS LANGUAGE

1. MAY LACK
PERSPECTIVE

2. MAY LACK SPECIAL
SKILL,

1. STARTS FRESH 1. STRANGER

2., HAS PERSPECTIVE 2. LACK KNOWLEDGE

OBJECTIVITY OF 41, 2,
AND 3 OF
INSIDER

3. UNDERSTANDS NORMS, 3. MAY LACK ADEQUATE 3. INDEPENDENT OF

ATTITUDES, POWER BASIS POWER STRUCTURE

BELIEFS,

.t

4. IDENTIFIES WITH 4. MAY HAVE PAST FAIL- 4. INNOVATION 4 "DOESN'T CARE

SYSTEM NEEDS AND URES AND SUCCESSES STEMMING FROM ENOUGH"

ASPIRATIONS EXPERTISE

5. FAMILIAR FIGURE 5. MAY BE IDENTIFIED
WITH SPECIFIC
MEMBERSHIP

6. MAY NEED TO REDEFINE
ONGOING RELATIONSHIPS
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by the consultant, his agent can begin to guide the process ofiannovation

through the six stages enumerated by Havelock. Although this change model

allows for six stages, it should be mentioned that thev are not mutually

distinct or exclusive of one another. Many times the ordering of the sthges

does not follow a strict developmental sequence.

A Modified Planned Change Model

The Planned Change Model is a generalized model which putiines a

,et of procedures by which_an innovation determined by a system is identified,

implemented, and sustained. The SESAC Project used this model is establishing

an instructional. program at the local district level which worked toward the

goal of integrated service delivery to the mildly handicapped child. The

process illustrated in the model was _used in each district to aid them in

the planning and implementation of their program.

Figure 5 illustrates the model as developed by Havelock and as moa-

'Nod by the Project. The model consists of six stages with overlapping

features. The first stage if, building a relationship and refers to estab-

lishing and defining the consultant role. During this stage, decision makers

in the local school district are identified and, through their input, the

parameters of the district's value system and goal priorities are defined.

Thts stage overlaps with the other stages in that maintenance of client

qatisfaction is a must.

During Stage II, diagnosing the problem, force field analysis, is

used to further define the district's priorities. Additional details are

added to district goals in terms of resources available in,the system, as

well as restraints which could block the completion of the goal. Force field
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4

analysis is the beginning point of a needs asses Needs assessment

defines the scope of the problem by providing baseline information. .I.ocal

dq-Arict personner were trained in these techno4ies by the Project.

During Stage-III, educational personnel wire trained to identify

resources within their district, allowing them to implement their

objectives.

apptop'riate

out;

design

Resources were provided linking one:district to another where

and subsequently, alternative solutions.to the problem were

During Stages,IV and v, edueational personnel were trained to

Interventions and aided in the implementation of their designs.

Through the stages of planned change., the development of the_inter-

face between general and special education was advanced. By using this

3 '
model to involve the system, the Proint accomplished two things:

(1) the likelihood that the innovatioi continue 4nd (2) skills and,

procedures which enabled the district to replicate the prbcess on a new

problem which is the final stage of the model.

The rationale which prompted the Project to employ this particular

.

model is the following. Once the district prpgram has been designed, it is

desired that the treatment effect be continued after SESAC'terminates. This
)

means that the team trainee n the planned change erocess ip able to continue

its work because the members have been trained ii the technologies by working

through a particular problem with SESAC guidance;:

The team, by the experience with working-on the district program or

problem needs, learns how the change process relates to target audiences

and instructional formats. Figure 6 illustrates this relationship. The team

rained in strategies for soliciting input and support from significant

decision-makers.
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FIGURE 6

SESAC

INTERACTION & COORDINATION

WITH LOCAL DISTRICT PERSONNEL'

),2
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Choosing the
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Gaining
Acceptance

,

......
,Capaci ty to

Self-Renew
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SESAC Procedures --Building Contracts with School Districts

Entry
(._

The problem of entry into school districts for the purpose of any

training, research, or- charge project is met with increasing resistance on

i

the part of insiders. The federal project syndrome carries`its unique

/
batriers to participation, such as, short funding periods, differing

priorities, additionalitemporary staffing and mandated evaluation components

as a contingency before district participation. Much like an insider, the

SESAC Project staff. had a series of good relationships with the State

Department and local school districeperSonnel. With their support, a

series of personal telephone and interviews were held with central building

/

and office administrators in both general and special education. Administration

in school di.StriCts can be viewed'in terms of top, middle, and front-line

management levels. As soon as possible, relationship building must occur

with those significant facilitators at each level in the'structure of the

schools. They are represented here as three circles in Figure 7.

Special Education
Administration

Figure 7

Central Office Individual School

Administration Administration - Principals

140
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ft'is conceivable that anyone of the three levels may identify

problems which would prompt them to seek consultant services. The

majority of school systems develop very-specific bureaucratic roles.

A problem identified at any one level may be as isolated as the role. A

change agent trying to solve such a problem will possibly find his/her

solution consciously or unconsciously blocked by the other levels. This

blocking can often be attributed to the simple fact that the three levels

do not agree that the problem exists; or, if they do agree in its idLntification,

they do not agree to its severity or potential solutions.

- In SESAC, simulation is employed as a means of breaking down this

bureaucratic isolation. The Special Education Administration Task

Simulator (S.E.A.T.S., Sage, 1973) teaches central office administrators and

building principals the role of special education administrators. It

provides definition of certain aspects of the role which are frequently

masked by the bureaucracy. It allows the special education administrator

to demonstrate various administrative role styles. Most importantly, it

provides- a setting in which the three leVels develop skillsjn grbup problem

solving.

in two phases. The prototype workshop is the simulation with the special

Initial System Needs Assessment

The process of breaking down bureaucratic isolation is implemented
,

education administrators and two central office administrators from each

district. During the prototype, these sets of adMinistrators solve and are

exposed to a large variety of simulated problems involving the integrative

placement of exceptional children. They identify a set of similar problems
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which occur-in their respective districts. This procedure is replicated

for the building principals in each district with their own special education

administrator participnting as a process observer. The problems identified

bye each of these groups is then recycled to the central office administration

via the special education director. The net effect is illustrated in

Figures 8 and 9.

Figure 8

shaded areas represent the hypothetical'
identification of problems requiring
,consultation services prior to SEATS

Figure 9

shaded areas represent mutually
identified problems requiring
consultation services after SEATS

The simulation is important for two reasons. The shaded area in

Figure 8 and 9 is a function of participation in the SEATS game. It

represents consensus among the administrators that a certain set of behaviors

or visible manifestations exist and represent a potential set of problems.

This intersect is also a collection of potential goals for specific consul-
,

tation activities based upon the district's priorities.
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Prior to the actual contract, the inside-Outside teams were formed.

This group is a coalition of project staff and district staff which explore

various potential goals prompted by the simulation. In reality, it is a

series of needs assessment efforts designed to represent an informal' system

. analysis.

Change Contracts

The actual, contracts to provide assistance to the 18 local school

districts and 6 intermediate or regional schools evolved out of the consensus

decision-making process used with the chief administrators at the three

levels described earlier and subsequent discussions with those identified

members of the inside teams or task forces designed by the chief administrators.

The contracts identified the nature and focus of the change projects

*6. within their system, identification of district staff to be involved,

and the role they would play. It also involved the commitment of local funds

if the project required resources above the level the project could support.

The project staff identified expected outcomes of the district project in

behavioral terms, commitment of resources in time and days, print and

computer, etC.- The evaluation measures and agreed upon criteria were also

included where possible.

Conceptual Framework and Training Activities

Thus far we have been presenting the basic assumptions that have

guided our practice as outside change agents and trainers in school systems.

We have pointed out the importance of initial data gathering before moving

to training or further consultation within a system. In the remaining

chapters, we present example training activities that are representative
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of a variety of special education system or program needs from our work

with 18 school district. The basil format for these chapters is as

follows: a short conceptual lecturette, introduction to the training

context, a description of how the system presented or, we perceived its

needs, a set of objectives to guide the training, and a series of specific

activities used with the populations of administrators, teachers and a

variety of supportive personnel.

The reader should note that a great deal of literature exists in

the area of inf,tructional design that we have not reviewed at this time,

but certainly has guided our practice. Such literature includes

laboratory and other forms of group process training, research, assumptions,

design, and evaluation schemes. Some basic references for the reader can

be found in Jones and Pfeiffer (1972, 1973,1974.)

44
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Chapter III

Lecturetto on Pole Definition

Anthony CayalIero

Social positions are distinguishable from the individuals who

occupy them. -For instance, Gerald Ford is President of the United

States, but in 1976 someone else may be. The occupant or role incum-

bent will have changed and the position remained the same. In general,

a social position (or "status") is a location in a social structure.

. , Husband, father, woman, teacher, and president are examples.

Let us start by calling the active dimension of a social posi-

tion a "role." "Role "thus draws our attention to any behavior regularly

,emitted by the occupant of a position, behavior that is therefore pre-

dictable to role partners and informed observers. "Role" also describes

the rights and responsibilities which are inherent in the ocbupancy of

a social position, the norms or moral rule'S which define the behavior

you are entitled to receive from your role partners and that you should

engage in with them (Jackson, 1)72). This concept of social role,

however, says nothing yet of how the individual is related to his role,

of whether or how he reflects it.

It 13 possible, of course, that there may not be complete agree-

ment, eitner among the incumbents of a position or among their role

partners, on tne_contentof the role norms, and it is equally possible

that, even with normative consensus, some people will fail to.livc up to

expectations. In addition, some role anal,/sts use the term "role" to
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refer to the normative expectations governing the relationship between

a position-incumbent and role-partners occupying a "particular posi-

tion," e.g. role of teacher in relationship with students (Merton,

1957). Thus, each social position has an-array of such roles asso-

ciated with it--the "role set." Thus, the teacher Has roles governing

his relationships with administrators, parents, fellow teachers, as well

as students. The usefulness of this perspective lies with its implied

suggestion that different role-partners may have different and conflict-

inTexpectations of the position-incumbent.

"Role" is a core concept, to be used explicitly or implicitly in

studying small groups or large organizations, and in focusing on social

Conflict as well as stressing social consensus. It represents a link

between individual personality and social structure, since the indivi-

dual actor as role-player performs on the stage of the broader society.

Roles are an "emergent" property, not understandable in terms of the

qualities of individuals alone, but developing out of the interaction of

individuals in particular environmental settings (Bradbury, Heading,

Hollis, 1972).

In attempting to analyze face-to-face interpersonal behavior of

people in organizations, Goffman (1959) drew a useful analogy between

"real life" situations and the unfolding of a play on the stage. People

in organizations have definite roles to perform, and many interactive

factors help to determine precisely what kind of "performance" each

role will receive. Each "actor" must interpret his role, and this inter-

pretation depends to some extent on the kind of person he is and what.he
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brings to the role. But,behaviors in a role as part of an organiza-

tion--no less than for an actor on the stage--will be influenced to

some extent by dynamic interplay with other people, other actors, and

the audience. Role performances are also shaped by the expectations of

sr

the director and others attempting to control i situation. Presumably,

each actor attempts, to some degree, to behave in conformity with these

expectations and with the expectations of his, colleagues and others in

his referent group as well.

In any given social situation or setting a person must decide

what behavior is appropriate on his part. In making this decision, he

defines his social role. This decision involves two dimensions:

Prescribed Role
Expectations

Personal Need
r)ispositions

Nomothetic--Those aspects of social
relations oriented to goal
attainment by the social

system

Idiographic- -Those aspects of human
interaction oriented toward
fulfillment of personal
needs or expression of per-
sonal characteristics

The product of these two sets of demands 4,s the actual role

behavior.-- It may vary from one situation to another, but the process

of definition involves two dimensions: (1) what is expected of him in

the particular situation; (2) what specific behaviors are in keeping

with these expectations (Getzels and Cuba, 1957).

As an example of the process we can look at role definition in

the classroom. The teacher and student come to the classroom with cet-
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taro institutionalized*expectations for incumbents to each position;

students will learn--teachers will teach. However, in a given class

both thd teacher and the students play parts in defining the unique_

relationship they will have. The expectations for a teacher which

evolve from this definition center around what behavior is perceived to

be appropriate to the achievement of the particular class goals. Cer-

tain of these goals are prescribed by the institutions (school), others

are determined by the teacher in relation to these institutionalized

goals, and others are determined by the class and teacher as a unit.

Regardless of how the goals are established, after this has been accom-

plished, behavioral expectations for the "teacher" evolve in the part of

the incumbent and his students. The influences which come to bear on

this definition arc diagrammed below.

Significant Others Teacher Signif. Others

Group Norms Incumbent---) Role Studentc, Group Norms
-.----:

Need Dimension- .Need Dimension

Personality,- Personality
Goals

Role Conflict

Role conflicts are commonly thought to be a source of less-than-

satifactoryperformance in interpersonal behavior in organizations.

There are so many sources of role conflict,,all of which inhibit opti-

mum performance by the role incumbents. An obvious role conflict is a

situation in which two persons are unable to stablish a satisfactory

complementary, or reciprocal role relationshi which can result from
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a wide variety of causes and--not frequently--may involve a complex set

of conflict behavior. Confusion over role expectation and role percep-
A

tion is commonly observed. Moreover, frequently role conflict exists

within a single individual; the role expectation held by institutional

or organizational superiors may well clash with.the individual person-

ality needs of the role incumbent.

Different theorists state that if the occupant of a certain posi-

tion has expectations for his role wnich are incompatible with the

expectations of the institution of which his position is a part, he has

_three alternatives:

Getzels Gross Lewin

1. Compliance--behave
in accordance with
the institutional
expectations

2. Risk Sanctions- -
behave as he sees
appropriate regard-
less of institu-
tionalized expecta-

tions

3. Partial Compliance- -

find behavior which
incorporates select-
ed demands of his
own and of the
instructor

Conformity- -same as

compliance

Nonconformity--same
as risk sanctions

Modification

AlloW field of
forces to direct
him toward the
given goal

Attempt to maneuver
around established
barriers

Analyze field of
forces, find area
where propulsion in
two directions ndu-
tralize one, another

A, case in point is that of a school principal who was employed by

a school district largely because of his innovative skill and strong'

leadership qualities. When a taxpayer revolt in the school district

150
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suddenly caused a sharp reversal of school board pOlicy, the superinten--

dent was dismissed and the school board.put strong emphasis on economy

of operation and conformity to mediocre educational standards. The

school principal was plunged into a role conflict situation in which he

could not perform tohis, or anyone else's satisfaction and ended up .

seeking another job with a more manageable amount of conflict (Owens,

1970).

A common source of tension from role conflict res1lts from the

expectation that the incumbent, perhaps an administrator, will lie

empathetic and understanding in his dealing with hi subordinates and

will still be expected to enforce the rules of the organization. Many

administrators feel this sort of conflict when they zealously attempt to

build trust, confidence and high morale in the teaching staff and_then

are required to condhct a formal evaluation procedure that seems to be
1

in conflict with these same goals.

Role Ambiguity

Somewhat similar to role conflict, but significantly different,

r

):):11

is a situation where the role norms expectations are contradictory
,,...,

or vague; the situation is not so much one of conflict as it is of con -

13

fusion. Role ambiguity is rather commonly observed in the attempt to

preserve the distintion between administr ion and supervision; the

first is generally seen as "line" authority, where the other is thought

bse a "staff" responsibility (Owens, 1970). Yet supervisors are often

perceived as being in hierarchical authority over teachers; not infre-



-

quently supervisors feel they are being maneuvered, against the spirit

of their roles, into the exercise of authority over teachers which

threatens their more appropriate collegial relationship with 'them.

Role conflicts--some of which have. been described,aboveipro-
4

.

duce tension and uncertainties which4are commonly associaed.with
4 .

sistent organizational behavior. In 4n, this inconsistent behavior, ,/

being unpredictable and unanticipated, often evokes further tension and

interpersonal conflict,between holders of complementary roles. Fre-

-

quently, those who must perforh their roles in the ambiguity and-tension

outlined here develop dysfunctional ways of coping with the situation.

Thus, we find such socially acceptable'avoidance behavior as

joking abbut the conflict or ambiguity.. In organizations cohere this

.kind of avoidance is not acceptable, and schools are a case in point,:

rather elaborate and mutually Understood avoidance patterns may exist.

These can include a studiedavoidance of any discussion of the problem

or substituting any kind of "small talk" instead. \ common avoidance

,.. .

technique is found in ritualistic behavior which permits parties to get

through their role performances with a minimum of actual conflict. 'he

use of vagueness, pomposity, complex structure, cliches, and over-

scure vocabulary in communication isone
.

popular avoidance teOlnique.

(Boguslaw, 1965).

There will undoubtedly be some role conflict present in most

situations, as well as some role ambiguity.'#-Role set, as ntioned

earlier, is used by Robert Kahn and his colleagues to describe-and mea-

sure role conflict,and ambiguity and to correlate their presence with

-47-
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attitudes that members of the set have toward teeir work situation and

t6 the behavioral-functioning of these people in the work group (1964).

-Thus the role set is an important concept.in-a consideration of the

ecology of the social setting in which the individual makes his contri-

bution to the organization. It is a useful way of- conceptualizing the

connection. between personality and the organization.

summary,

To possess knowledge of Sle theory and some of its concepts is,

in itself, of little use However, the construct can be useful in

4 analyzing some of the interpersonal behavior that we encounter in tvork

I.

. groups of organizations. For example, leaders are concerned with,facil-

itating the acceptance, development, and allocation of roles that are

:necessary for the group to function well. In educational settings an,

excellent example may be the interrelationship between regular and

special educators in terms of planning and programming for the need of

special stdgents.- Its interdisciplinary focus, demands complementary

robe functionng and efficient interpersonal communication, both of

'which can be hampered significantly by any of the role conflict and

ambiguity constructs that have been discussed Where such a problem may

be_Yound to exirt in a particular organization or group, corrective mea-
t

_sures or intervention would be indicated to perhaps.surface and ilium-

-inate the conflict, provide a process for exaMi4ng the contributing

f.;ctors to the conflict, and facilitate the necessary interactive and

_/
feedback processes to reach resolution: Methods and approaches may dif-

'fez' according to particular situational demands, yet the intrinsic



a

ti

c
.

rationale and conceptual framework for dealing with the problem may be

seen to restin role theory and its associated constructs.

A.

)

,
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TRAINING ACTIVITIES ON INTRODUCINC NEW ROLES
RE-CLASSIFICATION OF ROLES, CONFLICT RESOLUTION:

ROLE CLARIFICATION AND ROLE INTERACTION

Interaction
porothyann Feldis

Introductioh

The following examples of activities are designed for the purpose

of developing and clarifying the expectations associated with different

Nroles. They emerged from a variety of different situations where role

cofusion caused th'e equilibrium of the system to be disrupted. In order
\

to Carify the activities and their purposes, they have been divided into

three\categories: introduction of new roles, re-classification of roles,

and role conflict.

Introduction of new roles refers to the creation and inclusion of

a role that previously has not existed within the system. Re-classification

of roles refers to a situation where the structure of the system has been

rd-organized in such a way that the established expectations of a

particular role were changed and re-identification and re-training emerged

as system needs. Role conflict is divided into two sub-sections.: role

Clarification. and role interaction. This section is designed to develop.

skills. that will enable individuals to clarify their perceptions of their

role, to interact with other roles, and to identify and deal openly and

effectively with confliciing situations.

In reviewing the following activities, the reader should observe

the sequence as well as the nature of the individual activities. Generally,

the initial activities of each section are desinged to establish an open,

trusting atmosphere and to surface the needs of the participants. The

remaining activities attempt to develop particular skills in a way that

enables participants to address the needs they have identified. For this

reason,.it is important to consider the activities in'modules.
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The type and order of the activities changes according to each

situation; however, all groups need to be equipped with certain skills

before they can analyze, as a group, the nature of any problem. The

development of skills 'that ena8le groups to identify and eventually-

solve role related problems is an\aspect of training that can never be

overlooked. Solutions can never be achieved without the skills necessary

. to develop and implement them.
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Introducing New Roles

System Need

In this particular example, the role that was introduced into the

system was that of an educational advocate. The development of the

concept of educational advocacy and of the eventual formation of the

educational advocate role emerged from concerns articulated by the special

education supervisory staff. They felt that no one represented the child's

interests after he was referred or placed into a special education program.

The concept of advocacy was not new to this district. It was part of

standard procedures to assign a supervisor as an advocate to each child in

special education. However, the supervisors were unable to fulfill any

advocate responsibilities and holding the title of advocate had become

extremely frustrating to them.

The system response to the need for a more adequate advocacy program

was the establishment of a task force composed of twelve members of the

special education supervisory staff. Their task was to develop the concept

of child advocaCy as a functioning and integrated. aspect of special

education procedures within tip system.

An outside consultant was employed to help facilitate the process of

the group. The consultant did not serve as chairperson of the group, but

functioned as a resource person who provided feedback regarding the group's

progress and facilitated the development of effective group process techniques.

Since the primary responsibility of the consultant in this situation

was to facilitate the process of the task force, most of the activities
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centered on developing procedures to help them work effectively as a group.

Communication skills, including listening and clarifying, were stressed

along with techniques to monitor grout climate. Group problem-solving

Procedures were also introduced t help the group surface and consider all
4,,,

possible functions of educational a vocacy. The fdllowing sequence of

activities describes how problem-solving techniques were adopted to meet

the needs of the particular task force in developing both a conceptual frame-

work for educational advocacy and effective group process skills.

Setting

The following activities should be condu..ted in a moderately sized

room equipped with tables and chairs that can be arranged in seminar

fashion. Also, a chalk board and wall space is necessary. (Table space ifs

important so that participants can comfortably take notes and organize

their working materials. Wall space is important so that proceedings can
......

be recorded on newsprint and remain visible for reference by the participants.)

Materials

The basic materials needed are a plentiful supply of newsprint and

r

three or four different colored magic markers.

Coffee and tea should be available at a separate table. This provides

participants with the opportunity to move from their seats when they need

to stretch.

Overview of activities ,

All of the activities are basic methods instrumentarin generating

numerous alternatives and considering the implications of those alternatives
,

for the existing equilibrium of the system. They tend to encourage
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examination of the desired goals in terms of forces existing in the

system that support progress towards the goal and forces existing that

restrain progress towards the goal.

The estimated time necessary to implement each of the following

activities is approximately three hours. This particular task force met

on a monthly basis. The time span between sessions should be kept in mind

while reading the activities because it allowed participants the opportunity

to contemplate the issues away from the group and its pressures.

Activity I

Objective:

1, To establish the goals and objectives of the educational

advocacy program.

Method of Development:

The facilitator should begin this session by instructing the par--
ticipants on the rules,of brainstorming (refer to instructions) group

members). Time should be allowed for discussion of the procedure and the

rationale'for using,it. Brainstorming is a basic technique that the group

will have occasion to use in the, future; therefore, the participants should

understand its purpose. After the instructions fpr brainstorming have

been discussed, the facilitator should ask the group to begin to generate

ideas or outcomes,they.envision wittifi-the concept of an educational advocate

and record them on newsprint. If the ideas emerge very rapidly,, the facilitator

AskAsk one'or two group members to help him/her record the responses.

Following the brainstorm, the facilitator instructs the group to

review the list of suggested ideas or outcomes and translate them into

objective statements making objectives and their implications. This
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discussion should clarify comments made during the brainstorm. A record

should be kept on newsprint of the clarified-and restated objectives.

The facilitator should remember to place the newsprint in a place easily

visible to the group members so that they have a record of their suggestions

constantly available for their review.

This part of the meeting is usually laborious. Sifting through

numerous ideas is frustrating and time consuming. However, the facilitator

should be aware of the difficulties that group members experience while

they are involved in this activity and should be ready to summarize the
0

accomplishments of the group throughout the session and encourage them to

continue the process. This process takes a long time and the facilitator

must be able to support the group and, at the same time, allow them to

struggle with the issues. Paraphrasing techniques are helpful when the

discussion seems to become entangled. The facilitator needs to be sensitive

to the frustration level of the group and the progress of.the group in order

to-be able to suggest tabling certain issues to the next meeting ending the

discussion early, or suggest'ng that more information be obtained. Another

possible way of easing the frustration level is to divide the participants

into small discussion groups and have them concentrate onfone issue that

they will present to the total group for review. A combination of all of

these suggestions may be necessary.

After the group members are satisfied with their list of objectives,

the facilitator instructs them to review the list and group the objeCtives

into categories. An efficient way to record the suggestions is to mark on

the nuwsprint with different colored magic markers those items that the

otolu, 1(.01,, belong together. When the group is satisfied with the groupings,
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they should be asked to label the categories.

The projected amount of time needed to implement the entire meeting is

about three hours. Again, the facilitator must be sensitive to the group

climate and be able to adjust the time schedule accordingly. The brainstorm

and discussion should probably take about two hours and the categorizing

about 45 minutes.

At the end of the meeting, the newsprint should be collected so that a

list of the categories and the items can be typed and distributed to each

member of the task force for review at the next'session.

Instructions to the Group Members:

Brainstorming is a technique often used with groups to help them

generate all the ideas that the members have on a particular topic. The

rules are simple. You call out your idea or brainstorm and a recorder writes

it on the newsprint posted on the wall. You may not question or discuss a

peron',; brainstorm. You may, however, ask for clarification. The purpose

is to stimulate the thinking process. One idea should trigger another and

So on.

At the end of the brainstorm, you will have an opportunity to discuss

each item in terms of its relevance to your task and in terms of its

implications. The final list of suggestions can then be grouped into

categories

Activity TT

obiectives:

custi the implications of the objectives generated in Activity I

:, teachers and the system.

.,;elect, by group consensus, a final set of objectives for the

.111voc'acy prunliam. -57-
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Method of development:

The purpose of this meeting is to review. the objectives developed,

during the first meeting. During the interim, members should receive a

typed summary of the objectives developed and the defined categories.

This meeting should be conducted by the chairperson. A procedure he/she

can follow is simply to review the objectives within each category, one

at a time, asking the members for any further revisions, deletions, etc.

The chairperson should keep a record of the proposed changes on a master

copy that can be retyped and distributed to the members. Since members also

have personal copies, they are free to record changes and keep their own

personal notes.

The group facilitator's responsibilities during this meeting are to

provide feedback regarding the process of the group. Group climate and

personal interaction between members are two aspects of group process that

the facilitator should be prepared to periodically feedback to the group.

Interventions by the facilitator should be rese- ied to situations where

members are entangled in a discussion that seems to stem from failure to

listen, lack of clarity, or unwillingness to compromise, or where the group

climate has reached a high level of frustration, anger, antagonism, or

disappointment.

Some intervention techniques the facilitator can use when these

situations arise are to ask members to restate their point another way,

tom, 1.,ari'y the points (13 they appear to them, or to ask the chairperson to

,1,,IrrIrize the orlainql purpose of the discussion. These technique: serve two

purose-: rer-larifi,-ation of members' responses and reelarification of the

IT
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in dealing with the general climate of the group, the facilitator may

ask the members to reflect on the tone of the'group any time during the

session as well as at the end. This can be accompl,ished by sharing the

observations of the facilitator and/or group members on the group's process

and the group's productivity, either by group discussion or a written

evaluation. Figure 1 is an example of a writtene valuation that is'

effective with groups. Probably the most accurate data regarding group

climate is obtained by using a combination of both techniques. Group members

should be made aware of the fact that they may provide feedback pertailfing

to the process of the group or request a group discussion regarding group

process at any time during the session. Freedom to react'at a feeling level

within the framework of a task force,emerges as techniques are modeled by

facilitator and as members ber in to feel secure in' the group.

Technioues of clarifying and assessing group climate are stressed

so: ton for two real,:ons: to familiarize the participants with

;omc croup pros techniques and to a precedent for the use of facilitating

[rocedures in future planning sessions.

The second activity, related to objective 2, is'the selection of a

final set of objectives for an educational advocate. This will involve a

croup rating or ranking process. This discussion should begin with a listing

of some criteria to be used in rating or ranking the objective statements.

Figure 2 provides five criteria-and a format to be used in a ranking

exercise. The directions to participants are contained in the format.

The estimated time for implementation Of this meeting is approximately

three hou >.
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Instructions to Group Members:

Techniques of paraphrasing

Paraphrasing is a technique used to help individuals listen to each

other more effectively and to help individuals clarify thoughts or issues

presented before they respond to them. The rules of paraphrasing are

simple. You simply restate the speaker's thought as you understand it

before you respond with your thought. The speaker must have an opportunity

to clarify his point if he feels you have not understood it correctly.
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Name

Date

Figure.1

GROUP RATING SHEET/7[
:os

Meeting Place.

Local Task Force

1. Hos:, good are you at being a,team member"? .

Among the best Among the Poorest

1. 2. 3. 4. 5
, . .

2.. How much of a leader are you among the other team members?

Among the best* Among thepooregt

1. 2. 3. 4. 5.

3. How good are you at pi-oblem clarification?

Among the best / . f Among the poorest

1. 2. 3. 4. 5..

,
4. How good are you at assisting in staying .on task?

...

Among the best
i

Among'the poorest
i.

1. 2.
//

0

3.:
/

4. . 5.

A
.

5. How do you feel professionally about the decisio4/piess right,now?

Among the best
t

Among the poorest- , .

1. 2. 3. 4. - 5:

6. What is your gut level feeling about decision/progress right now?

Among the best Among the poorest

1. 2. 3. 4. 5.

7. How much of an -11owning" feeling do you have about decision /progress

right now?

Among the best
a Among the poorest

1. ,../"--7 4. 5.

8. Where are you on your readiness to act,pn task force recommendations?

Among the hest Atofig the poorest

1. 3. 4. 5.
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. Activity III

Objective:

To develop a list of aFtion=steps nete sary to accomplish each of.

. .

,
.

the stated objectives';

Method of development:

The/ facilitator's task during this session is to help groupgroup

ry

4-

rformurate
specific activities or actioh steps for each of the objectives.

The facilitator can begin by explaining the term action step (refer to

Instructions for Work Groups) and then suggesting that the group .e)samine

each oblZ.btive and generate of action steps that couildbe used to
.

accomplish the objective. The list should be recorded on newsprint:- When .

all of the ideas have been surfaced, the facflitStor'should prompt the
.

group'to discuss the suggestions and clarify their meanings.

0

,

17 ,Following this activity, group members should choose one objective for

-N,
,0''

I .

.

. ,

.
.

(..,

.
which they would be willing to,prepare a specific method of implem entation.

ssentially, this4procedure is dividing the task force into work groups.

,
4. s . 4 .

The next step is for the fa:cilit"ator to explain the task of the ,work

,

groups and present them with a pr;ocesS for determining _which Alternatives

- the training program should- concentrate on if advocates are to have an impact

on the system. (For a de tailed description of these instructions, refer, to

*.

"Instructiogs for Work Groups.") A suggested model, is tge forced-field

- tech4gue of 'diagnosing a problem.
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41.

The total estimated time for this session is approximately tyo hours

and 30 minutes. Generating action alternatives, a clarifying discussion,

and priortizing can take as long as two hours. The remaining 30 minutes

is for assigning individuals to work groups and clarifying the task of

the work group.. The facilitator should remember th.&t the objective of this

type of session may be accomplished in a shorter time. This depends on

the scope of the objectives and the number of possible implications that

need to be discussed

extremely complex and requires more time for discussion than some other

clarified.' This particular subject area is

areas would. An approximation of the amount of timr needed fdr this type of

activity is a judgement that the eacilitator has tc make for each situation

separately.

Instructions to Work Groups:

Action Steps

Action steps are s ecific activities that either provide movement in

the directlon of the stat d.objective or provide movement away from the stated

objective. In trying o accomplish specific objectives, it is important to

nalyze whether act on steps are positive forces or negative forces in a

particular situation. If a force is positive, you may wish to strengthen

.,

its influence and if it is negative, you may. wish to w oeaken r destroy its

influence.

Forced-Field Technique

The next step of this task force is to prepare a set of specific

activities that meet the objectives of the advocacy program. The group has

already brainstormed.possible action alternatives.

Your task is to analyze each alternative in terms of the existing forces
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within the system and the community that support its development and the

forces that oppose or restrain its development. Here is an example of a

process that maY 1141p,,you accomplish this task.

Objective: An educational Advocate provides a linkage between

home and school that will help parents develop a better under-
,

standing for school procedures. .
* ".

. . forces for linkage
$K"

Opposite

of goal

Advocates can provide
information in a non-

threatening manner
because they are not
members of the system.

4

forces against linkage

Goal

Advocates may not understand
the system and provide
inaccurate information.

(Diagram and Discussion of the \ftIrced-field technique of

diagnosing a problem is adapted from Charleg Jung, 1966)

,n tilis situation, the negative force needs to be weakened or eliminated

,

in order for the positive force to move .in the direction of the goal.

(:onseguently, the a...tivities prepared should chncentrate on the removal of

the negative force or on ensuring that advocates areprovided with accurate

information themselves. Observationof a planning and placement meeting,

1 participation in a planning and placement meeting, and attending a workshop

on the state and local special education procedure are some specific

activities that might he included.

Team Feepcirts

ring each of the following sessions your team wi I be asked to give a

pr,,gre3s rtiort stating 'what you have accomplished since the last meeting and
r-.

1
(Tharp--; 1-'eld,Technigue of Diagnosing A Problem," Center

for Research on Utilization of scientific Knowledge, Institute for Social

Resear(711, University of Michigan, Sept. , 1966.
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the problems you are having. It would be helpful for the group, in responding

to your report, if you could duplicate any materials or examplei of activities

you have done. This would facilitate the group discussion and-provide you

with mote accurate feedback.

,

Activity Iv

Objectives

1. To review the progress of each work team.

2. To provide suggestions for further development to each work team.

Methods of development:

The group facilitator's job during this session is to suggest a procedure

for the group to follow that will be helpful to them in accomplishing the

stated objectives.
I

The meeting should begin by reviewing the work teams And their

assignments and deciding in what order the progress reports should be presented.

This can be facilitated by writing the teams and their objective on newsprint

and then ordering the items.

At this point, the facilitator should encourage the participants to

follow the format presented at the last session in reporting their progress to

the group. The facilitator should help the teams present relevant informatiqn

by using the following trigger guestions,during the progress reports:

'1. What did your group accomplish?
2. What do you,feel you still have to accomplish?
3. What problems are you having obtaining the necessary resources?
4. Do you need any more help from anyone in the group. .

5. Do you feel any aspect of the objective should be altered or changed?
6. Do you think any additional objectives are Tecessary?
7. What steps do you anticipate completing by the next meeting?
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Following the report out, the total group should discuss the information

presented, ask questions, offer suggestions, and, most of all, offer support.

Acknowledgement of the time, effort and commitment of the group members is

important for the morale of the group. The facilitator can encourage praise

among members by being sensitive to group members and by calling-attention

to the efforts made in overcoming difficulties, finding resources, and

struggling with issues. Also, the facilitator should constantly remind the

group of their progress toward the goal., This is particularly important

when movement seems to be slow and when efforts have not been met by a

completed project.

This session is not meant to complete the educational advocacy program'.

Five or six of these meetings may be necessary before all the activities are

completed and the task force is ready to implement a training program. The

estimated time for implementation of one of these sessions is between two

and three hours, depending on the amount of information that needs to be

reported out and discussed. However, the estimated time for development of

the role, of educational advocate is from six to nine months, depending upon

how often the task force can.meet.

Instructions to Work Teams:

hang in there!

'Outcomes:

The final outcomes of this sequence of activities are a detailed descrip-

tin f a rAc that,previously had not been a functioning part of a local

*

-.ctic)01 Ai,:trtct vii a detailed training package consisting of specific

activities. Tarr Froces, presented In this sequence of activities illustrates

more thin the simple development of a role description. It illustrates the
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development of a role description within the context of a system considering,

the effects that the role will have on the existing equilibrium of the

organization. Action alternatives were chosen according to the support or

resistance they would provide for the functioning of the role within the

system. Careful consideration was given to action steps that would be met

with negative forces and-activities were developed to weaken those_forces.

The success of this program can be attributed to two conditions. The

first is the commitment of the members of the task force. They initiated

the idea of advocacy and were determined to make it a part of special education

,
services. The second is the luxury of being able to project their own time

line. The absence of external time line pressures allowed the group to

struggle with process issues and work until a satisfactory end product was

completed.

The frustration level was high at some meetings; but the end product

is an innovative program that a group of special educatois will not allow

to die. \.
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Figure 2

PRIORITY PROCESS EXERCISE

From: Action Research Designs for Training and Development by M.E. McGill

and M.E. Horton Jr., 1974.

In the Priority Process Exercise, goal statements are numerically ranked on four

separate dimensions.

POTENTIAL FOR

SIGNIFICANCE TO LIKELIHOOD'OF DIRECT INFLUENCE

PROGRAM SUCCESSFUL SOLUTION BY CHANGE TEAM TIME/COST

1. Most Significant 1...., Most Likely- 1. Most Influence 1. Least Tine /Cost

2. 2. 2: 2.

3. 3. 3. 3.

4. 4. 4. 4.

5. 5. 5. 5.

6. 6. 6. 6.

7. 7. 7. 7.

8. S. 8. 8.

9. 9. 9.

10. 10. 10. 10.

For each goal, the numerical rankings are totalled. Those problems with scores of

4-12 have great promise as the cornerstones of a general plan as they are important,

likely to be successfully solved, open to influence by the change team and not

unusually costlyrin time or money. Accordingly, goals with higher scores will be

less desirable as a starting point for planning.
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RE-CLASSIFICATION' OF ROLES

System Need

This section is based on a situation where the formal organization

of the system was chonged in on effort to provide more affective and

appropriate services to children. The change included elimination of

the separate roles of social worker, guidance counselor, and special

education consultant for the emotionally disturbed and distribution of

this portion of the special education-staff in a non-categorical fashion

under the title ofeducation consultant.

The new structure pro ided each elementary building with a full

time educatidnal consultant, whose responsibilities included planning

and implementing an effective way to provide services"to children in the

building. -Their responsibility was not to deliver all the necessary

services to children themselves.

Essentially, the special service staff was being requested to

function in A don-categorical fashion. Instead of working directly with

children, they were being asked to direct tteir interventions to other

0

components of the system; teachers, parents, d principals.

Designing interventions oriented towards personnel, ratLar than

towards individual children, required some different skills. Consequently,

a need to re-train staff in the areas of modes of consultation, techniques

of intervention, and systems analysis emerged.

Changing role expectation within a system, as exemplified by this

situation, temporarily creates a state of disequilibrium between the

individual's role identity, and the systerOs role expectation. In this

case, the learning of new skills was identified as one way to re-establish

the systems equilibrium within a new set of norms.

-69-

1



Overview of Activities

The activities in this section are designed to develop skills and

knowledge in the areas of consultation, intervention strategies, and

systems analysis. They are divided into three major categories: modes

of consultation,-obgrvation, a method of data collection, and syStems

analysis. Each category consists of a series of activities that attempt

to develop a set of particular skills.,

Briefly, modes_of consultation concentrate.on developing an understanding

of the modes-of consultation and observation of oneself as a consultalAy,

Observation, a method of data collection, deals with the skill of observation

as a method of data collection, and feedbackof 1zta as an intervention

strategy. Knowledge of the system presents a way of perceivin the

sytem in terms of its norms and expectations for special serviFes staff.

The activities attempt to surface the differences between the individual's

ti

role inferenCes and the systems role inferences, and the normality of

this difference within the process of change.

Setting

-.5 All of these activities should be conducted in a comfortable,.
,

moderately sized room with movable table and chairs. Probably the room

should be located in a building that is separated from the group's

working environment. For example, if all of the particip Ls work in

' elementary buildings, the high school would provide them with some sense

of separation from their own settng. This can help to fafilitate a

relaxed, open atmosphere.

Section 1: Modes of Consultation

Activity I: ,Lecturette (Modes of Consultation)

Objectives:
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1. To acquaint participants with the basic modes of consultation.

To provide participants with background knowledge necessary

for future activities.

Materials:

Newsprint and magic markers

Handout (Consultation styles Fig. 2)

Method of Development:

The purpose of this activity is to acqUaint participants with the

three basic consultation styles: expert, service, and collaborative.

These three styles are outlined on the handout and should be briefly

explained to the participants. The trainer should stress that any

helper-helpee relationship can be identified according to these three

aspects. No one method iS better than the other method. The appropriateness

of a method depends on the situation, and part of the consultant's

responsibility is understanding the implications of each of the techniques,

and then choosing the most appropriate one for a particular situation.

The success of this activity depends on the clarity of the trainers'

I,qAurette. Tile presentation shenld be brief, no longer than 20 minutes,

and the participants should be encouraged; to ask questions and discuss

the concept. It is imperative for the trainer to prepare the lecturette

in advance. The handout discusses the basic information that should be
,-

pr :;ented. If the trainer is not familiar with the information himself,

h;Vshe should study the handout- until he/she is certain that he/she can

explain the points clearly. Praticing the lecturette on a tare recorder

before the actual presentation is an excellent way to develop effectivenss.

Newsprint and magic markers should be available for the trainer to

illustrate points, make diagrams, or write key words as he/she speaks.
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Factors 4
Behaviors

. Dependency
Issues

. Decision
Making

. Problem
Analysis &
Diagnosis

. Cdr* ci &

Issues

Degree of Col-
laboration

Communication
Modes

Bloch Petrella Associates,,Inc.

4gai/112YIES

(Expert)

EXPERT
CONSULTATION

"Rescue Hs"

Client passive .7:

dependent - con-

sultant prescriptive
& client responsive

Unilateral - con-

sultant detersdned

Info collection by
expert - "answer"
provided by expert

for client

Control rests with

expert. Conflict
unlikely or unneces-
sary since "lay"
Client cannot chal-
lenge "expert "wisdom"

None --willingness of
client to express or
reveal data or prob-
lem is not collabora-
tive, but dependent

Client responsive -
consultant initiates
an interrogation mode.
Two -way, but limited

to active consultant
and responsive client

Implementation 1) Consultant imple-
ments & client may
learn by observation.
2) Consultant provides
"cookbook" or in-

structiow,

1./4/12
M. Clapp

(Pair of Hands)

SERVICE'

CONSULTATION

*Serve Kew

COnsultant pendent -

client prescriptive &
consultant responsive

Unilateral - client

determined

Info collection pri-
marily by client -
`consultant may seek

elaboration. Other
info sought only for
reinforcement, not
disconfirna tion

_Control rests with

client. Conflict un-
addressed by consul-

tant. Avoidance and

appeasement mode.

None - willingness of
consultant to accept
& accede to client
-diagnosis is merely

pseudo-collaboration

Consultant responsive
client initiates in
descriptive/evaluative
mode. Two-way, but
limited to active
client & responsive

consultant

1) Consultant imple-
ments with token "sup-
port" of client.
2) Client implements
after consultant pro-

vides vehicle
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(Process)

COLLABORATIVE
CONSULTATION

*Setts Rork Together"

Interdependent. Mutually
agree to delay premature

prescription. Eventual
prescriptions product of
both client & consultant

Bilateral - decision made

through,mutual exchange
and respect fOr appro-
priate expertise of both

parties

Info collection by both.

Consultant raises issues
regarding biases, checks
client assumptions, seeks

other info sou-des, etc.

Control issues surfaced

and addressed. Conflict

viewed as expected and a
source of growth and new

ideas/alternatives

High; responsibility for
accurate diagnosis, action
implementation shared -

both client & consultant
accept responsibility for
assuring collaboration

Both parties initiate de-
pending upon issue - and
rely up4n problem solving
mode. Two-way nik! un-

lithited by dependency or

control issues

.1) Mutuality of imolementa-

tion sought with different
aspects examined for
propriateesponsibMtg



The estimated amount of time needed for implementation is approximately

20 minutes for the lecturette and 10 minutes for questions and discussion.

.Activity 2 : Role play

*Objectives:

1. To practice respondin4 within each of the identified modes of

consultation.

2. To be able to identify a consultant's response within the

three modes of consultation.

Materials:

none

Method of Development:

The trainer begins this activity by requesting the participants to

divide into groups of three. After the groups are assembled, the trainer

presents the participants with instructions for the activity. (refer to

instructions to work groups). After the instructions re -given the

trainer should ask for questions and allow time for clarification. If

.the group seems to be confused by the instructions, the trainer should

repeat them, using one group as an example.

As the group are working , the trainer should walk

group in order to determine e nature of the interaction

If a group seems to have misunderstood the directions, or

from group tq

between members.

to be stymied,

the tralner may intervene by clarifying the directions or contributing

few suggestions that may trigger their :thinking. Also, the trainer

Itiould,inform the,groups whet they should switch roles. This is important

in artier to avoid one group having to wait for another to finish.

After All of the groups have finished, the trainer should request

the' larti,71pAnt !,) loin together as a total group to discuss the implications
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C.

of the actIvity. The purpose of this discussion is to stimmariie the

participants learnings about the three modes of consultation and their

implementation.

The estimated time for implementation of this activity is about-one

and a half hours. The traid grout sake about 20 minutes per round, and

the total group dis.assion about 20 'inures.

2 Instructions to Participants:

The purpose of this activity is.to provide you with the opportunity

to'practice the different styles of consultation. Your task is to

provide each, member of your gi.oup with a problem situation that they an

respond to and a situation that they can observe. .Begin by assigninc

.,4chgroyp member the letter A, .134. or C. Each member who is assigned

the letter A Assumes the role of helpee and thinks of a kroblem situNtion.

This Problem ts then pre:7ented to B. , who assumes the role of iwlper,

and responds to the helpee. C assumes'the-role of observer and provides

feedback to A and B regarding the type of response that'll made to A and

A'..5 reaction.

After this interaction, B becomes the,helpee, C becomes the helper,

and A, the observer.' The process is then rep-aced. This process `is

repeated three times, so that each person has a turn in each df the

differmt roles.

The entire activity lasts 20 minutes, which means each irttera ,tion

should last only 6 or 7 minutes. The trainers wilt inform you when yod

should be ready to switch roles.

ActiviLy___. SelfAnalysis oC'onsultation Styles/

(I) e

J. To practice observing on's own response in terms of the
different modes of consultation.
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Materials:w

Educational consultant-consultatioa Log (Pig 3)

Method of Development:

This activity is meant to follow the two previous activities. it

is a homework assignment that Involves practicing identifying one's own

mode.of consultation in "back home" situations.

The trainer should distribute the worksheets and then present the

instructions. (Refer to\Instructions to Participants) Time should be

allowed to answer any questions the participants may have about the

activity.

Instructions to Participants':

This activity is designed to give you an opportunity to observe the

types of responSes that you use in specific "back home" situations.

Your task ts simply to-keep a log of the problem situations you haddIZ

during the next few weeks, and your responses to those situations. As

you enter a situation and a response you are to identify in your' log the

type of response according to the styles of consultation we discussed

today; expert service, and the collaborative.

Please b.Ing these worksheets with you to the next session so that

we can share our learnings together.

Activity 4: ,F011oW47

ve :

1. To focus on learnings from self=observation of consultation

styles.

Materials:

non..

Method of ,rocodure:

This activity is meant to begin the workshop immediately following
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1

the prevlow; group of activities, or to occur,at some point 3-4 weeks

following the first three activities. The trainer should facilitate a

total group discussion of Ole homework assignement. Some trigger questions

that could be Uged to direct. the discussion are:

1. What did you learn about your consultation style from this

2. What did yon] learn about. yourself?

3. What did you learn abou the nature of the problems you are

confronted with?
4. Did you enjoy the experience? Why or why not?

5. Did you have difficulty completing the assignment? Why? J
The estimated time for completiori of this activity is about 25 minutes.

Instructions to Participants:

The purpose of this discussion is to _pare any learnings and/or

feelings that you may have had regarding the .homework assignment with

the other members of the group. The purpose is also 'to fops on observation

N07

as a method of obtaining data. In thiKcase the observati on, was of

oneself.

Section 2: Observation A-Method of Data Collection.

Activity 1: Naturalistic Observatio

Objective:

1. To practice collecting'data through naturalistic observation.

Setting:

The room setting for this activity is the same as,for all of these

activities; however, the group neE s to have a school building, where

they can do some naturalistic observation, accessible to them

during the session. A high school building is preferable because of the

-77-
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movement in the hallways and lobbies

Materials:

Pencils and paper,

Method of Development:

The trainer begins this activity by introducing the concept'of

naturalistic observation. He/she should stress that observati4 is a

method of collecting data abort situations and can be useful in presenting

cases to a principal or teacher in a building. (refer to instructions

to participant4)

Following this introduction to the activity, the trainer should

present the participant with their instructions, (refer to instructions

to participants), explaining their specific task, the time frame, and

the follow-up use of the data. After the participants have hpd.the

opportunity to clarify the instructions, they should be deployed.

The estimated time fox implementation of this activity is about 2

hours. Introduction, team assignments, and directions should take about 0-

30 minutes, observations about 1 hour, and preparation of reports about

30. minutes.

Instructions to Participants:

NaturalisticObservation :

Naturalistic observation is the observation of behavior within its

naturalsetting. It demands not only observation of behavior, but also

observation of incidences that preceded, surrounded, and follow a behavior.

Any assumptions or inferencs must be supported by data, or a specific

s.,A of observed behaviors. if the observer implies that one behavior

causes another, supportive data must be presented.

Naturalistic observation is a way that you can collect data in your

I )J
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school setting. Presenting the data to the principal or teacher, as

evidence of an existing situation is called data feedback intervention

strategy. Essentially, this means intervening in a situation by using

the strategy called data feedback.

Directions:

Your mission is to present a situation for which you have collected

data that supports your position. Your task consists of two parts. The

first part is to spend one hour in the hallways, lobby, cafeteria, etc.

of this buildingibbserving. The situations will be unstructured; however;

your observations should be very:specific. Record everything you see.

After you have observed for one hour, return to this room, and

prepare a report xegarding your observation for the principal of this

school. Remember, you are going to make an intervention based on your

observations, so be sure you have data to support any conclusion that

you make.

After you have completed your report, we will take a break.

Activity 2: Data Feedback

Objective:

To practice feeding back data collected through .naturalistic observation

to the client.

Materials:

None

Method of Development:

The trainer should begin this activity by reviewing the latter part

of the preceding activities and stress that the purpose of this activity

is to make an intervention by using the data feedback' strategy. After a

review of the preceding activity, the trainer explainsthe directions

-79-
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for thls activity to the group. (refer to instructions for work groups)

Participants should then be asked lc move into groups of three and begin

the activity-

During the activity, the trainer should move from group to group

and offer support and/or help when appropriate. The trainer should

inform thi2. groups when they should switch roles.

Following this, the trainer should facilitate a discussion with the

total group on the implications of data feedback and an intervention

strategy. Some trigger questions to help direct the discussion are:

1. What did you learn about data feedback from this experiencs?,

2. Were you supported? If you were not supported, how did you

feel.

3. Why do you think your intervention was supported or not supported?

4. Do you think you will use this technique in your building?

Instrutions to WOrk 4-"116:;

The e;timatc.d time for completion of this activity is 40 minutes.

Each member shoUld have aboqt 10 minutes to present his intev,ention.

The remAining 10 minutes is for total group discussion.

The purpose of tht.; a(:!_lvily Ls to provide you wi -th. the oprortunity

to practice the data feedback: strategy of intervention. Your task is

for eatli member of the group to spend ten minutes feeding back _their

data V > the other two members of the group who will assume the role of

principal. The "Principals" may respond to the intervention in whatever

manner they feel is appropriate to the intervention.

When you have finished, we will discuss the activity as a total

up.

/VA ivity obl-:,rvIttou i Id i rigs
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Objectives:

1. To practice observing the interaction betwee staff members

within a building.

2. To practice observing the interaction.

3. To practice observing the interaction between staff members

within a building.

4. To practice preparing an environmental description of the

building based on observation data.

Materials:

Handout (Instructions to workgroups)

Method of Development:

The trainer begins this activity by assigrng the participants to

teams consisting of 2 or 3 people. The specific team,assignments should

be made by the trainer in advance of the session. This allows the

trainer to consider the intt-r--tions that have occurred between participants

during the previous sessions in terms of who would best be able to

support whom.

After the teams are assigned, the trainer should clearly explain

the directions to the' participants. Time hould be allowed for the

particpants to question and clarify thc. directions. This is important

becase the assignment iz to be completed in,the ai,sence of the trainer,

and if the particpants do not understand the directions, they probably

will not complete the task.

The est.;-mated time for completion of this activity is a time span

of ,about 3 - 4 weeks. This will allow the gams time to meet and plan

their n schedules and evaluation .ithe.
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In.;tru, rte .

The purpose this assignment i., to help'you prozide information

.1N.1 .upFor* to :our colleagues that will enable them to unders cis the

interaction in their butlding better, and to develop more effective

intervention strategies.

Your task Is to meet with your team and plan an observation schedule.

Each team member Is to ob:,orvo for three or more one hour blocks of time

in another team member':; building. The total team should ffeet after

each member has been observed'once to feedback the data to each other.

After the second round of observationis completed, the team should

meet again to feedback the data. The process should continue in this

'manner, for as many observations as your team chooses to do.

The following questions can he used to help you direct your observations

and feedback sessions.

1. What kind and frequency of teacher-teacher interaction occurs?

2. Who talks to whom? Are there cliques? Does their seem to be

a power group?
3. t,ltat kind and frequency of teacher to principal interaction

-or!curs? Who initiates? Where is the interaction initiated?

Activity 4: Debriefing activity 3

Objectives:

1. To present each team's process and outcomes regarding the

observation assignm'ent.

2 To critique the outcomes of each team.

Materials:

Moue.

o, t fe v-1,2ptmntt:
.c

The ttiiner should begin this activity by stressing the purpose of

t,2rmtnInq wa,An,t not naturtlistic observations can be helpful in
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understanding the environment within a building. The procedure is to

ask each group to present their process and results to the total group

and then ask the group to respond to the report. In order to facilitate

the team reports the trainer should use the following trigger_questions:

1. Did you accomplish what you set out to accomplish?

2. Was the information gathered useful?

3. What did you expect from the observations? Was this expectation

met?
4. How did it feel to have someone else observing in your building?

5. How did you feel about the feedback you received?

6. What was helpful? What was not helpful* How?

The estimated time for implementation of this activity is about 75

minutes; approximatelyc15 minutes for each of the four group reports and

15 minutes for a summary discussion at the end.

The purpose of this discussi n is to share the process that your

group went through in orgaaizing End conducting the observations .arlairthe

outcomes of the observation sessions. Your task is to report your

experiences as a team to the group and to respond to the report's presented

by other groups.

Section 3: The System

Activit-y, I. f,oerarott, .(i;etzel.. - Guba Model or Social Behavior)

Objectives:_

To provide the participants with a theoretical evaluation of a

system.

Materials:

Handouts:

"Ge4els-Guba Model -- A Synthesis" (fig. 4 )

"tiotzels Model of Social Behavior" (f ig,.
N
5 )

Newsprint and magic -(arkers



Figure 4

GETZELS-GUBA MODEL -- A SYNTHESIS

We propose that the process of providing meaningful experiences for

all children in school can Lake a giant humanitarian step forward,_ if

educators begin to focus on the structure of the system which includes all

significant individuals and number of children.

In order to illustrate thisprocess, we will begin with a description

of an administrative process developed by Getzels & IGuba (1957) and expanded

by Getzels, Lipham & Campbell '(1968). This process,indludes many of the
4

salient points we wish to emphasize. While the Getz4s-Guba model may be

deemed to be uniaue,to administration, we maintain that it can be used for

two reasons:

(1) it provides a conceptual framework f9r thinking about the

--e-ducational planning process and

(2) it pr6vides a method for analyzing many of the significant issues

ID the prueosg.

The theory of the social process of administration in the context of a

social system was developed through a hypothetico-deductive analysis of
.

Talcott Parson's theory. Parsons (1951) believed that the structu6 of an

organization may he analyzed from the point of:view of the roles. He states

that "the fundamental focus for the analyses or the system . . . concerns the

ways in which roles within it are diferentiabed and, in turn, these

differentiating roles are "integrated together, that is 'mesh' to form a

functioning system." (p. 114) The social Item theory was perceived by

Getzels Guba to
.

be isomorphic.to administrative process. The analogy to

the social system is intrinsi&.-...

-84--
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Getzels-, et. al. proposes that the social process may be viewed from

three pointS of vieV: structurally, functionally and operationally (p. 52).

Structurally, administration is a "hierarchy of superordinate-subordinate

relationships with a social system." (p. 52) Functionally, it is a hierarchy

of relationships that serve as a fOcus for "allocating and integrating roles

and facilities in order 4,-O achieve the goals of the system." ( p. 52).

Operationally, the process "takes effect in situations involving person-to-person

interaction.

The social system in conceived of,as having two classes of phenomena!

(1) institutions which are made up of expectations and roles

(nomothetic dimension) and

(2) individuals each having personalities and need-disposition

(ideographic). The phenomena are considered to be "conceptually

independent and phenomenally interactive." (p. 56)

Conceptually the phenomena of the sociological aspect (institution) and

the psychological aspect (individual) can be independently analyzed, but are

also understood to be interactive. The two dimensions are mutually permeable.

Both dimensions operate within and interact with a culture comprised

of ethos and values in a larger environment.

The elements in each dimension serve as the analytic unit for the

element preceding It. Roles are considered to be -the most important element

of the institution. Roles are the "structural or normative alements defining

the behaviors expeC'ted of role incumbents . . . their mutual rights and

obligations . . . It is what is supposed to be done in order to carry out

the purposes of the system, rather than what is actually done that defines

institutional role." (p. 60)

-85-
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Expectations arc the maps delineating what a person should and

shouldn't do in various circumstances as the incumbent of a particular role.

Personality is the dynamic organization within the individual. The forces

of need-disposition, which are thought of as affective sets and cognitive

styles and capacities, impel the individual to behave in c ain ways. It

is, important to understand' that the beed-disposition,of an, individual has two

aspects: content, or what is received from the interchange and, secondly,

the patterns in which the relations are organized.

Getzels, et. al. (1968) summarize the two components of behavior as

one component "arising in institutional goals and fulfilling role expectations,

the other arising in individual goals and fulfilling personality dispositions."

(p. 78)

One very critical application of this model concerns conflict. Getzels,

et. al (1968) define conflict as "the mutual interference of parts, actions

and reactions in a social system.!! (p. 108). They note four types of conflict:

(1) * between-cultural\values add institutional expectations,

-(2) between the pattern of expectation attached to a given role And

4

the pattern of needs-disposition of the particular incumbent of

that role,
.

(3) role conflict (refers to incumbents being required to conform
. t

to a number ofmutually exclusive expectations.sirAiltaneously)

and

(4). personality conflict (opposing and contradictory needs and

dispositions within the personalityof a aiven role incumbent).

Th" adm,nirtive pro!:ess is seen as an attempt to integrate the
NN

--86-
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expectations of the institution and the personality of the individual so

that the goals of the institution are achieved and individuals are satisfied

in the organization.
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Figure 5

Getzels Model of Social Behavior

SoCia1

System

Gnvironmcnt

Culture Ethos

lnst.tution ------> Role

s

> Values

I1

3 Expectations

Group Climate

JI

Individual

Organism

Culture

j Personality - Need-Dispositions

JP I I,
Constitution Potentialities

JP
Ethos

Environment

11/

Values

Social

--Behavior

/ Gefzels, Jacob, W., Upham, James M., and'Campbell, Ronald F. Educational

Administratation as a Social Process. New York: Harper and Row, 1968, p. 105.

4
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Method of Development:

The material tor; e I resented to the participants is

the two handouts. The trainer's job is to interpret the

form of a lecturette so that when the participants read

synthesized in

material in the

the synthesis at

a later time, they will be able to easily follow the theory. The trainer

should fully acquaint himself/herself with this theory before attempting

to deliver the lecturette. If the material is unfamiliar to the trainer,

the following reference issuggested:

/ Getzels, Jacob W., Lipman, James, M., amd Campbell,

i Educational Administration as a Social Process New York:

and Row, 1968.

Ronald F.,
'Harper

In preparing the lecturette, the trainer should try to draw the

model, as illustrated in the handout, (Getzel's Model of Social Behavior)

on newsprint as he talks. This helps to maintain the interest level of
4

the participants.

The estimated amount of time necessary for this lecturette is about

--20-minutes. Ten minutes may be allowed following the talk for discussion

among the group.

Instruction to the participants:

This information has been prepared to help you understand the sytem

that you are a part of, and to analyse the expectations that it has for

your role and the expectations'that you have for your role.

Please 'feel free to ask questions as I proceed, if the concepts are

not clear.

You have been given two handouts that apply to the information I

will,be presenting. I hope you will find time to read them.

Activity 2: ConStlitation Log

Objectives:

-90-



1. To develop the ability to recognize the role expectations of

the system.

2. To develop1the ability to recognize your personal role expectations

in relation to the role expectations of the gystem.

3. To develop-the ability to recognize the incongruence between

your expectations and the system's as part of the change

process.

Materials:

Handout - "Educational Consultants --- Consultation Log" (Fig.6 )'

Method of Development: A

The trainer begins this activity by passing out the hanSluts and

explaining the purpose of the activity and explaining the specific task

to be completed by the participant. (refer to instructions to the participants)

The trainer should ask for questions from the group and should be

sure that the directions are clear.

This activity requires a time span of two-three weeks. Following

this lapse of time, the group should be reconvened to process the experience.

Instructions to the participants:

The purpose of this activity is to analyse your role within the

system in order to understand what others expect from youl responses.

Your task is to keep a log for the next few, weeks. You are to record,

on the'sheets given to you, who,initiates contacts with you, the nature

of that person's behavior, and the inference that behavior has for your

role. For example, a teacher may bring a child to your *office and says

that he/she can no longer deal with the child's behavior in his /her

classroom., The teacher initiates the contact. She brought a child to
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your office and stated that nhe/he could not deal with the child in her

. room. The inference from your role expectation might be to respond; as a

crisis teacher and rescue the teacher and/or the child from a difficult

\situation.

The next part of the form deals with the response to the behavior

initiated. For example, if you take the child from the teacher, you

have resculd_him/her and your bAavior implies that you expect to function

as a crisis teacher. This situation displays no incongruencies between

the initiators inference regarding a role and the respondents inference

regarding a role. However, if you respond by saying that you will be

glad to discuss the problem with both of them so that they may return to

the classroom together you have implied that you are not going to

rescue the teacher or the child, but that you will help them both to

solve their problem together. This response illustrates some incongruence

between the initiators Inferences regarding your role and your inferences.

These types of tus should help you to understand conflict

situations between yoursell, other roles, and the system.

Activity 3 Consultation Logs - Follow-Up

Objective:

To provide participants with the opportunity to discuss their

learnings from the consultation log assignment.

mulerial-:

Newsprint and magic markers

oil Development:

Vv.> trainer begins this activity by asking the participants to

divide it groups of three or four to discuss their logs. After the

,r;:01/7h1../ poo -ups, distribute the newsprint and
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magic, markers to each group, and then proceed with the instructions.

(refer to work groups)

Following the small groups discussions, the trainer should facilitate

a uiscussion with the entire group on the learnings that were gained

from the experience. Emphasis should be placed on the amount of incongruence

that participants find between the role expectations they hold for

themselves, and the role expectations others hold for them. The general

trend of incongruencies among the participants should be surfaced.

Instructions to the Participants:

The purpose of this exercise is to synthesize the data you collected

on your log sheets. Your task, in this small group, is to share with

each other inferences you made regarding role expectations from behaviors

that were initiated, and inferences that you made regarding role expectations

from responses, and to summarize the nature of these inferences with

each other. This process can be facilitaed by choosing a group member

to record the discussion on newsprint. Divide your newsprint as follows:

Polq inferences of initiated behavior Role inferences of responses

Each member of. the group is to share list of inferences, and

the recorder is to briefly write them on the newsprint. If inferences

are repetitive simply put a slash mark next to the statement as it reads

on the list. This eliminates writing dUplicate information, but also

provides you with data regarding frequency of occurence.

When your group has completed this access, summarize the major

areas of incongruence that emerge from the data.

0
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Outcomes:

One of the major outcomes of this sequence of in-service activities

is that participants begin to understand their new role definition by

understanding the concepts associated with the role function; consultation,

intervention strategits, and systems analysis. They also were given the

t
_opportunity to learn and practices some skills that would enable them to

function more easily in their new role definitions.This relieves some

tensions, and increased the amoprit of energy available for constructive

problem-solving activities.

A The workshops also taught the consultants a procedure that they

could to support each other. They learned the skill of observation
,

and data feedback in away that could be used to help each other itcrease

their functioning within the new role.

Some of the participants were able to follow through with the

assignments better than others. The problems of changing a role appeared

at times to be conncected to the individual's perception of himseif/herself

as a soil worker, guidance counselor, etc. The title of a degree and

oilos identification with that specific training was more difficult for

some some staff members to relinquish than others. Even where skills

were not new, some individuals had difficulty performing them within a

new set of norms.

Althouqh the training exposed the consultants to some new concepts

and LhiLl Lrol11110, th.- brief exposure was not enough to enable individuals

to totally Integrate the ]earnings. Consequently, there was a tendency

lo drift back to familiar approaches.

The impetus to change may have been stimulated, had principals also

had .access to some r,training. special education staff cannot implement
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2
methods based on new educational standards if the standards are not supported

by the principal.

Power and authority pbsitions must understand and suppo4 the non-

categorical consultant approach to delivering services to'children, if

consultants are to be motivated to apply the _ew skills in a way that

will effect any substantial change within the functioning of the school.
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CONFLICT RESOLUTION: ROLE CLARIFICATION AND ROLE INTERACTION

The following activities are examples of'approaches that were designed

to resolve a role conflict situation. The sequence is divided into two

sections: role clarification.and IOU interaction. Each section is.'

presented separately; however, the two sections together represent the

solution to the conflict situation. The activities are aimed primarily

at causal variables. Emphasis is placed on dealing with the causes or the

roots of the conflict, not with temporary resolution of the surface problem.

Long-range results involving the increased effectiveness of staff is given 1

priority over short-term relief.

System Need

The problem situation referred to in this section addr;sses the dilemma

of a director of special education in dealing with a high level of tension

_among special education staff and between.special education staff and

building principals. Responsibility for the different aspects ordelivering,

services to children appeareZ unclear; consequently, accountability for

certain tasks was often misplaced. People were being held accountable for.

tasks they did not feel were part of their responsibilities. The result/was

a highly antagonistic, defensive, and non-supportive staff. /-

The system identified a need for clarification of both special education

and building principal rol and for more effective communication betheen

special.education staff and building principals.

-97-
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Overview of activities

Initially, the two groups, special education staff and principals, were

. .

.

dealt with separately..TheThe purpose was to help them gain professional and
i

personal insight into2their own roles before they presented the other group

with a description of how they perceived themselves.

The activities in the first section were conducted separately with

special service staff and principals. They stress the development of

,

comMunication skills, the development of trust, and the ability to share

0/
iknowled4e with ,peers. This emphasis Odb maintained with both groups.

The second section was conducted with special service staff and prip4s

together. This sequence of activities requires the two groups to interact
0

with each other and was designed to help them share their perceptions of'their

own role., listen to others' perceptions of their rode, identify conflict areas,

and develop solutions. The success of this section is dependent upon the

communication skills learned in section one Sharing perceptions with others

implies one has developed and clarified those perceptions. Also, feelings of

inter-group security need to evolve before intra-group communication can

emerge in a way that will effect conflict resolution.

Setting

All of the activities in both section one and section two should be

conducted in a comfortable, moderately sized room with movable tables and

chairs. This type of physical structure is necessary in order to permit easy

flow from small to large group activities. Carpeting is also desirable

because it allows participants the option of sitting on the floor. This often

helps to create a more relaxed atmosphere.
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Section I: Role-Clarification

Activity I! Self-List

Objectives:

1, To focus, on internal role clarification and its meaning for oneself

and for others.

2. To communicate more,openly with colleagues.

3. To increase awareness of others' roles.

Materials and setting:

Paper and pencils

Stimulus, questions written on large newsprint: _

1. The three most difficult functions I perform are . . .

2. In my,view, the most unique aspects of my professional role are
3._ What unique professional and/or personal skills or knowledge

do I have?
4. If things could be just the way I'd like them to be, what kind

of role wdilld I be playing in this school district?
5. The three cost important things I'd like my colleagues to know

about me are 0-
.

Method of Development:

This activity is divided into three segments. The first involves the

participants working individually to answer the stimulus questions. atese

questions ,..re designed to help the participants focus on their role and the

sway they function in it. The second involves their choosing a partner and

sharing some of the information they generated in the first section. The

third involves a total, group share-out regarding the participants' feelings

about the activity and the value that it had or did not have for them:

The trainer begins the activity by passing out the paper and pens and

then instructing the participants to answer the questions posted on the

newsprint. Allow 15 minutes for this first segment and then give directions
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f2r =egment two of the activity. At this _point, the participants are

rt.queFted io move into dyads. Allow i5 minutes for these discussions and

tnen aik the participantg to join together in one circle.

At this time, the trainer leads a discussion 5ocUsed on the participants'

elings about the activity and any learnings the may have 'occurred or

insights -hat may have been precipitated as a result of their participation-

.F,or,e trigger questions that the trainer can use to facilitate the direction

cussion are:

1. How easy or difficult was it to write about your roles? to share

information?" .

Were you listeped to? Accepted?

3. Did the activity help.you in clarifying your own role.or provide
help in "seeing" or understanding othr people's roles?

111, ttal estimatedttime for implementation of this activity is 45 minutes.

Fa -h segment requires 46,1rmut 15'minutes.

F/rctions to Participants:

1

burtna this activity, you will be a k d'to participate in' three different

tar }; - . LI-K first t4.,sk Involve linking about your role and answering

fivv -tie 31A.ons listed on the newsprint.
p.

iff write your answers on the

paper you have been given. Yi,ou have 15minutes so relax, take your time,

1

.;.,

:. joy the process. You vi1.1 be /given directions for the next part of

0,

th, .ictivtty after you have completed this ode..
%

ont 2

yioose a partner to work with. Choose s cone you'd Like to know

*ter or someone with whom you usually are not able to spend much time.

.4-n,3 tit, next minutes:
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1. Sharing information that you choose to share from your answers

to questions 1-5.

2. Identifying what functions you share in common with other disciplines.

You have approximately 15 minutes to work with your partner.

Segment 3

At this point, it-would be helpful if you could arrange yourselves in

one_ circle. We have allowed time in the planning for you to share among

yourselves how you felt about the activity and your experiences during the

past 30 minutes.

Activity II: A-B-C Design

Objective:

To provide an opportunity to practice the skills of paraphrasing

and feedback.

. Materials:

Handout on fOdback. (Fig 7)

Methods of DevelopMent!

This activity requires that participants work in groups of-three.

Preferably, they should be,composed of people who do not know each other well

or ',,tho do snot have an opportunity to work together often. )Explain the activity

to the group and pass out the handOut. Give the participants a *few minutes

to read the handout; then, instruct them to move into groups of threes.

Before the groups begin to work, ask for questions about the task and

tlalify any concerns that participants may have. 'Inform the group that they

have one hour to complete the assignment.
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Figure 7

FEEDBACK

"Feedback" is a way of helping another person to consider changing his

behavior. It is communication to a person (or group) which gives that

person information about how he affects others. As in a guided missile

.
system, feedback helps an individual keep his behavior "on target'" and

thus better achieve his goals.

Some criteria for useful feedback:

1. Itris descriptive rather than evaluative. By describing one's own
reactions, it leaves the individual free to use it or not to use it

as he sees fit. By avoiding evaluative language, it reduces the

- need for the individual to react defensively.

%2. It is specific rather than general. To be told that one is "domina-

ting" ±wIll probably not be as useful as to be told that "just now
when We were deciding the issue yo did not listen to what others

said and felt forced to accept ybur arguments or_face,attack fro;

you."

3. It takes into account the needs of both the receiver and giver of

feedback. Feedback can be destructive when it serves only our own

needs and,fails to consider the needs of the person on the receiving

end.

4. It is directed toward behavior which the receiver can do something

abdut. Frustration is only increased when a person is remindedof
some short-coming over which he has 'o control.

5. It is solicited, rather than imposed. Feedback is most useful when

the receiver himself has - formulated the kind, of question which those

observing him can answe'r.:, V -

6. It is well-timed. In general, feedback is most useful at the earli-

est opportunity after the given behavior (depending, of course, on

the person's readiness to hear it, support available from others,

etc.).

7. It is checked to insure clear communication. One way of doing this

is to have the receiver try to rephrase the feedback he had received

to see if it cqrresponds to what the sender had in mind.

8. It is checked for accuracy and external agreement. When feedback is

given,,in a group, both giver and receiver have opportunity to check

with others in the group the accuracy of-the feedback. Is this pne

man's impression'or an impression shared by others?'

Feedback, then; is a way of giving help; it is a corrective mechanism,.

for the individual who wants to learn how Well his"beha\dor matches his

intentions; and ith.ks a means for establishing one's identity.
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At this point, the trainers should make themselves available to any

group that is having difficulty or does not seem to understand the task by

moving from group to group. Do not stay in a group for any length of time

or if they appear to be uncomfortable or-inhibited by your presence.

Interventions by the trainer should be reserved to situations where the

process is stymied and the group needs to be redirected in crder for the

experience to be beneficial.

Notify the groups when they have fifteen minutes left to complete the

task so that they have time toy bring closure to their activities.

Instructions to Participants:

This activity is designed to provide you with the opportunity to practice

the skills of paraphrasing and feedback. The first thing you need to do is

to join with two other people who you do not know well or rarely have the

opportunity to work with. After you are in, your grdups, each member will

choose a letter--A,,B, or C. "A" will begin by taking about 15 minutes to

address the question "How would you like to be operating in your role at the

building level?". "A's" comments are to be directed to "B", who may respond

only after hellas paraphrased the thought presented to "A's" satisfaction.

In order for "A" to respond back to "B", he/she must also paraphrase the

thought expressed to "B's" satisfaction. "C" assumes the role of observer

and intervenes/if the rules are broken.

When "A" has, finished, "B" addresses the question using the same format

from his/her vantage point. "C" becomes the respondent and "A" the observer.

The roles rotate until each member of the group has had a chance to assume

each role.
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V
You have approximately one hour to complete this activity. We will,

help you keep time byinforming you when it is time to switch roles.

k

Activity III: Referent Group

Objectives:

1. To identify factors that help or hinder the interaction of special

service staff in three woa situations: special education roles with

the building principal, special education roles with each other ih

a building, and special education roles with special services as a

whole.

2. To share problems and perceptions with peers.

-3. To practice working cooperatively on a task in an interdisciplinary

setting.

Materials:

Newsprint, magic-markers, and tape for each work group.

Method of Development:

Before beginning this activity, stress the Connection between personal

role clarification and personal ability to share role functions.with peers.

Review the preceding activities in terms of their objectives to develop

personal awareness of one's functioning within a role and to develop ways

of effectively communicating with others in similar roles. Explain to the

participants that the communication' skills learned in Activities_ 1 and 2

are the foundation for group interaction, the objective of this activity.

The trainer begins this activity by dividing the participants into three

work groups, composed of people who represent the different disciplines
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within special education. This can be accomplished rapidly by the trainers

simply by selecting certain participants to join, together to form a group.

After the participants are divided, each work group is assigned one of

the three reference situations and instructions are given to the groups.

Time should be allowed for questions and clarification before beginning the

activity.

While the participants. are working on their taskst the trainers move

from group to group, providing help and support when needed.

This segment of the activity takes about 30 minutes. Ten minutes

before the groups are to conclude, the trainers announce the time remaining.

This encourages the groups to bring closure to their discussions. When the

30 minutes has expired, the trainers terminate the small group activities by

requesting the participants to join together and form a circle in the middle

of the room.

At this point, the trainers conduct a half hour discussion with the

total group. The purpose of this discussion is to identify items froffi the

lists that have similar implications, both positive and negative. Those

items that occur on all of the lists are considered items of high priority

for all of the groups and are recorded by the trainer on newsprint. This

portion of the activity synthesizes the information shared by the participants

and identifies problems that are common to the group as a whole.'

The estimated time for implementation of this activity is 65 minutes.

The group discussions take 30 minutes, the share-out 5 minutes and the final

discussion 30 minutes.
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Instructions to work groups:

This activity is designedto help you look at role interactions in

three different reference
settings that are common to your job. The three

settings tc be considered are
. .

1. Special education roles with the building principal;

2. Special education roles with other special education roles in

the same building;

3. Special education roles with special services as a whgle.

Each group will be assigned one situation. Your task is to discuss and

list in two columns on newsprint:

1. What enhances my effectiveness in this situation?

2. What detracts from my effectiveness in this situation?

Please make sure each column is labeled appropriately.

Before beginning, select a person to record the group's points on the

newsprint. Post the finished list on the wall for the other groups to

review. Explain the items during the total group share-out at,the end of

the activity.

Outcomes:

These activities resulted in a series of outcomest-based on the original,

objectives, that were instrumental in-helping two conflicting groups move

into a second sequence of activities--dealing with interaction across groups.

Specifically, the participants-.-special service staff and principals--

were able to articulate how they as individuals functioned within their role,

how they would like to function within their role, and How they would like

to be viewed by their peers. They also became aware of their uniqueness and

special areas of knowledge.

Once they could identify some of their` unique qualities and some important

aspects of their role, they were able to share some of their thoughts with,
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other colleagues and in the process discover the uniqueness of others. Some

were even able to share some of their weaknesses and some tasks that were

difficult for them to perform.

The fact that the participants were reflecting only on certain aspects

of their professional role and had control over how much, if anything, they

.wished to reve4 seemed to diminish threat and build trust. Problems were

revealed and, as a result, people felt closer and more sensitive to each

other. Relationships began to form on a level of support and understanding.

Also, participants learned as a group to collect data around difficult

situations in an objective manner and to use the data to identify a problem.

The final result of these three activities was a list of conditions from both

principals and special service staff that enhanced or hindered their

effectiveness in three different work situations. These lists helped to

identify misunderstandings and frustrations of both special services and

principals that, were the seeds of the existing conflicts.

The next step was to bring the two groups together to deal jointly with

the data they had generated in their separate groups.

The following set of activities, is based on the results of this sequence.

The skills developed in this section lorovide a foundation for both grOups to

deal with problem situations together.
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Section II - Role Interaction

(Special Service Staff and Principals)

Activity I: Costs/Benefits

Objectives:

1. To acquaint people with one another.

2. To facilitate feelings of trust and openness.

3. To surface role expectations and concerns.

Materials:

Newsprint, magic markers

Trigger questions written on large sheet of newsprint.

1. What is it costing you to be here?
2. What are you expecting to happen?
3. What are some of the positive and negative consequences thkt

might result from this experience?
4. What are your willing to risk so that something positive will

-happen?

Method of Development:

This activity is designed to create an open, receptive atmosphere

among the participants- When the trainers are ready to introduce,the activity,

the trigger questions should be hung in a visible place in the room. This

will allow the participants to refer to them throughout the activity.

The first part of the activity requires that participants choose a
rt

partner, preferably across groups, ,and interview them according to the questions

listed on the newsprint. The second part of the activity requires the par-

ticipants to divide into two groups, but remain with their original partner.

After the participants are arranged in two groups, they are each to introduce

their partner, in regard to the trigger questions, to the group.
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After all of the participants have been introduced, the groups spend

about ten minutes discussing what happened during this activity. At this

point, a trainer can join each of the two groups and facilitate the dis-

cussions. Some trigger questions are:

1. What did you learn about your partner and the other members
of your group?

2. Were there differences and/or similarities in what you said and

others' resPiiiiites,

The estimated time for implementation of'this activity is one hour and

ten minutes. Part one, interviewing a partner, t es about 30 minutes,

Part two, group discussion, 30 minutes and part three, pro ess, about ten

minutes.

Instructions to Participants:

The following activity is divided into three sections. The first part.

involves working with one other person, the second with a small group, and

the third is aprocess or evaluation section.

The first thing you are to do is to choose someone to work with who

from another reference group. For example, if you are a principal, choose

someone from special services and vice versa. Fin&a spot in the room that is

comfortable and interview each other according to the four questions listed

in the newsprint. You will have about 30 minutes, 15 minutes per person,

'to complete this task.

After all partners have finished interviewing, you will be asked to

divide into two groups. '.The trainers mill inform yob when to move. Your

task in this group is to introduce your partner to the rest of the group in

tpiatd to th, questiOns used during the interview. You will have about 30

minlitc.g for this portion of the activity.
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Following the introductions, spend about ten minutes evaluating the

experience in relation to what you learned about your partner and other

members of your group and identifying any differences or similarities in

your comments and others' responses.

Activity.II: Self-List

Materials:

Trigger questions written on large newsprint:

1. (Principals) The three most difficult aspects of my role in relation
to special services are . . .

la. (Special Services) The three most difficult aspects of my role
while working in buildings are . . .

2. Three things that I do well and feel good about in my professional
role are . . .

3. If things could be just the way I'd like them to be, what would I
be doing in this school district?

Methods of development:

This activity is meant to follow Activity I, and the participants should

remain in their same groups. The trigger questions should be posted in a

place easily visable to all participants and reviewed with the participants.

The purpose of this activity is for the participants to practice

self-disclosure and risk-taking and to begin to surface individual role

problems and working relationships in groups consisting of both special

services and ,principals. Since the purpose of the first activity was to

estab)lish rapport between the participants, the groups should remian consistent.
.

...

The feelings developed in the first activity are the foundation for this activity.

Within these groups the participants are to share, with members of,their

specific role group, the answers to the trigger questions. While the special

service people are discussing the questions, the principals observe the .

process. Their Lusk is to provide feedback regarding the use of paraphrasing
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and feedback skills. After the interchange between special service people,

tlie same procedure is followed only wit,, principals discussing the questions

and special service people observing and providing feedback at the end of

the interchange.

This activity is followed by an evaluation discussion designed-to

provide the participants with the opportunity to discuss across groups what

they learned and hole/ they felt about the activity.

Stimulus questions for this discussion are:

1.. Did you learn anything new about your colleagues or their roles?
How did you feel about sharing personal perceptions and information?

3. What are some of the problems that were surfaced?

The estimated time for implementation of this activity is approximately

one hour twenty minutes for each group to answer the questions 'and receive

feedback, and ten minutes to process the activity at the end. After

completion of these two activities, the group should be provided with a break,

either lunch or a fifteen minute coffee break.'

Instructions to Work Groups:

This activity is designed to provide you with the opportunity to

practice the paraphrasing and feedback skills we have been using in the

,previous activities. As you move through this activity, try to remembers

to paraphrase the speaker's thought before you respond to ensure that you

understand his perceptions and are responding directly to them-

."'

The task is for both special service and principals to discuss the

three questions listed on the newsprint in the group setting, separately,

and provide feedback to each other. For example, while special service

people are responding, the principals observe their interaction in regard
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rolPs and your feelings about sharing perceptions across role groups.

to their use 01 paraphrasing and feedback skills. Following the interaction

of the special service staff, the tasks are reversed and principals discuss

the questions and the special service staff observes the interaction. After

each discussion, the observers provide feedback to the other group.

After each role group has had the opportunity to share their thoughts

regarding the questions, your group joins together to evaluate the experience

in terms of what you felt you learned about your colleagues and their

Activity Card Exercise

ObjectIves:

1. To surface major problems existing in person interrelationships.

2. To share personal concerns and problems without personal threat.

3. To give positive and negative feedback.

Method of development:

The trainers begin this activity by giving one index card to eachl

participant. On the first side the participants are to write one major

concern they have about their role Uhat they would like to do something

about but that involves a risk on their part. On the second side, they

are to write something positive they would like to say to someone they work

with and something negative they would like to say to someone they work with.

No names are'to be used.

When the participants have finished filling out their cards, they are

-:.-211,.ted 11 the trainers and pooled into one pile. Participants are then

a3ked to wieci acrd frog the pool. These cards are then shared out to

the entire group.
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Following the share-out the trainers lead an evaluation discussion of

the activity where the participants are helped to understand their learnings

and the implications for their "hack home" situation. QuestAns that should

be answered during the evaluation section are:

1. How did you feel making personal comments_about someone even
though no one knew who they were directed'to or who they came

from?
2. What information was brought out that you didn't know before?

3. Did you feel any of t'ke statements made had personal applicability

to you?

The estimated amount of time for implementaticn of this activity is4

about one hour. ,Forty=117;minutes should be allowed for writing comments

on the cards, reshuffling the cards and the share-out. Fifteen minutes

should be reserved:sfor the evaluation discvsion'.

Instructions to participants:

.11.011.,.

This activity is designed to` help you share personalopceins and

confidbntiallys-urfade p'fr.amo involving other colleagues. Your task is

re'\

to think about ode concern you hdye regarding your role that you would like

to change even though it may involve a major risk on your part. Write this

thought down on the first side of your card. Next, think about something

positive that you would like to say to someone with whom yoU work and,

likewise, think about something negative you would like to say to someone

with Whom you work. Write those comments down on the second side of your

card. Do not use any names.

After you have fini,..hed writing, the cards will be collected and pooled

into one Large pile and you are to pick one card randomly from the pile.

Your task is to share the thoughts on the card you choose from the pile

with the total group. This will be followed by &discussion about the

implications of the information surfaced on the cards.
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A`tivity 1V: Task, Force Role Play

objectives:

.1. u acquaint participants with the problems others have to deal

with-in their roles.

2. To share concerns'and problems.

3. To initiate procedures to deal with the identified problems.

4. To plan for future activities.

Materials:

Newsprint and magic markers

Role scripts (seven cards with a description of the role to:7--

be played written on it)

1. elementary school principal ,

2. social worker
3. school psychologist
4. special education consultant for the emotionally impaired

5. regular elementary classroom teacher
6. special education classroom teacher (secondary, EMI)

7. parent of a hearing impaired pre-school child in the district

Description of the scene typed on a 3x5 card:

The director of special education in, this district has been
observing the functioning of, special services and feels that

some changes are needed in order to improve delivery ox

service to children. He has assembled this task force,

composed of different members of the syStemAponcerned with the

delivery of appropriate services to children, to develop a
list of changes that should occur along with some specific

action steps. Your task is to:.

1.. list the areas of concern you feel need to be dealt with

2. list the areas where you eel more information is, needed

and the source of the ingrmation
3. list the action steps or things you might do to

implement 1 & 2.
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Method of development:

This activity requires' that the participants divide into two groups.

The trainers can accomplish this by simply asking them to separate into

two equal groups, making sure that there is a mixture of roles in each

group.

After the iSarticipants are in their groups, randomly hand out the role

script cards. If someone receives their own role, ask them to exchange

With someone else in the,group. EXplain the activity to the groups and then

give each group a description of the task, Give them time to read the task

and ask queSti.ons.

While the participants are working in groups the trainers drift between

groups in order to observe their process. Interventions should be made if the

groups seem to be confused by the task. However, the trainer should not

remain in a group or function as a, member of a group, After an intervention

is made, the trainer leaves and allows the group to deal with the new informa-

tion in its own way.

After the task forces have completed their assignment, instruct each

group to discuss the process that emerged during the role play. For example,

ask them to consider the communication patterns that were established by

noting who spoke, who didn't speak and why.

Following the small group eValuation, bring the small groups together

and lead a total group share-out of the problems and solutipns that emerged

in each group. Facilitate the discussion to answer the following.questions:

1. Are the problems identified real and can they be changed by
altering variables controled within the district?

2. What are some things that you think could be done in this district
to effect the changes?

-1157

21.;0

1



At this point, the trainers record the action steps on newsprint

for the group. They are to become.the basis for future decisions regarding

innovations in the district.

The estimated time for implementation of this activity is approximately

one hour and fifteen minutes. The tole play taes about 30 minutes. The

process in the small group requires about.15 minutes and the total group

share-out and process About 30 minutes.

Instructions to work groups:

You have been appointed to this task force by the director of special

education to identify problems in the system and to develop some action steps

that will lead to changes. You have each been given a card that describes

what role you are to play. Your group has been given a card describing the'/

situation in detail.

Your task as a group is to answer the questions of your situation card

in the next half hour. When you have finished the role play, you will be

asked to process the interaction that occurred in your small group. We

will then discuss the activity and its outcomes as a total group.

Outcomes of Activity I, II, III, IV:

The outcome of this set of activities is that two conflicting groups

were brought together and, by progressing through a.sequence of activities,

were able to begin to find ways to communicate witileach other in a systematic

and effective manner. They developed an understanding and awareness of their

own role and of the roles of others, and thus were able to identify problem

areas that affected both of them.

In. this situation, the principals and special service staff learned how

to listen, to each other and how to eliminate distortions in the communication
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process by.use of the technique called paraphrasing. Alorig with the

ability to share more effectively, the groups began to trust each other.

As a result, they were finally able to systematically address major areas

of concern together, without feeling that an expressed concern was an

attack on a colleague. The culmination was a list of specific action steps

that both the principals and special service staff felt could be implemented

within, the system and that, if implemented, would begin to solve some of

their problems.

Perhaps one of the most important aspects of this sequence of

activities is that two conflicting groups came together and learned to share

information and ideas and learned to listen to the responsesof their

colleagues.
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Chapter IV

LECTURETTE ON
ESTABLISHING NEW NORMS

Ronald Nutter

Definition of Norms

Any educator who has been a new eitaff member, new to a system, or

new to a part of a system has probably become aware of some explicit or

implicit rules of behavior, that is, expectations.commonly held by the

personwhoperformed the behaviors, expectations of themselves or their

colleagues. The phrase "We do things-this way!" is an explicit informal

statement of these expectations, a job description may be a formal statement

of these expectations, while the accepted way the job is done or the

affirmed style in which,the work is done may be inf)rmal implicit statements

of the expectations. The. role expectations' for the teacher are different

from those of the princi pal, which are different from those of the director,

which are different from the a : ;sistant superintendent's and so forth.

These role expectations are generally held by all members dr the system,

and in that sense they can be seen as norms. Haas (1973) defines norms

as "Ideas about how clasia.is we categorize of persons ought to behave in

specified situations, norms are ideas about how persons ought to behave,
7.

rather than the behavior itself; norms vary in degree of specificity in that

some are narrow and specific, whereas others are vague and loosely defined,

some norms specify behavioral action." Kahn (1964), in discussing the

relationship between organizational climate and the normative structure,

points out that norms make up the overarching shnits and shalt nots which,

given the actions, imply the sanctions and, in time, permeate the souls of

organization members. A norm consists of expectations held in common and

usually shared by all or nearly all members of the organization.
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Types of Norms

Haas.(1973) suggests that the normative structure of an organization

is composed of categories of norms. He identifies five general categories:

(1) Task norms which specify the appropriate tasks and how or when they

are to be carried out; (2) Power norms which designate the authority dimension

between the members in the organization; (3) Position norms which indicate the

status differences which exist between members of the organization;

(4) Interpersonal norms which specify the affective nature of the relationship

between members within the organization; (5) Sanction norms which specify the

appropriate sanctions to be applied when the rules or regulations of the

organization have been violated.

Mead (1934) contends that an unique function of the human is his

ability to develop a consciousness both of himself and of others. This is

accomplished as the individual identifies parts of his self with others.

This is accomplished as humans communicate with each other--communication

in which one person assumes the attitude of the other individual and, by

SQ doing, calls out that attitude in the other person.

Establishing Norms

Norms do not just appear; they may come from one of a combination of

sources. Haas says that norms may be carried in to the organization by

its members, norms may be initiated by sources outside the organization,

or norms may be generated from within the organization as a consequence

of the ongoing interactions within the organization. Norms are reflections

of the members' cultural experience, which influences the expectations

that members bring to the organization. The beginning teacher, although
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having limited first-hand experience in the teacher role, has been

acculturated to believe that there are a set of behaviors that are "teacher."

Additionally there are norms for what "schools" do that are determined by

the understood cultural definition of schools as an institution.

Members then come into an organization with some sense of the norms

of that organization, based upon the culture's defintion of the organization

rather than any first hand experience of the organization. Norms for an

organization may be initiated from sources outsile the organizatiOn.

Governmental regulatory agencies, judicial rulings, or legislative mandates

may act to influence the normative structure of an organization. The most

common example is when departments of education in the various states

establish rules and regulations, whiCh may determine sets of norms that will

be put in place in the school organizations.

Changing Norms

An organization or group is an ongoing, growing, changing organism;

as such, it may change the norms for its own behavior without a"ktimulus from

outside sources. The members of the organization make the major Contribution

to this development. Each member brings his/her cultural set or expectation-'

of the "right" norm for the various roles within the organization and of

the organization itself. These expectations may have broad aspects in

common, while at the same time having critical areas of difference. As

the organization of groups continues, these vciiying perceptions are melded

and shaped into a normative structure that most members of the organization

will believe in and support. Groups may change a norm that no longer is

acceptable. Haas describes this as a process in which those persons in the
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group who are seen as promulgators of new norms will initiate a discussion

of the needs for a new norm. Other members of the group will participate

in an exploration of what the new norm will mean to the group. In time

there will be a broad,based understanding of the significance alid content

and utility of the new norm.

Aside from its source(s), the normative structure has another critical

aspect which the change agent must be sensitive to. Norms can be Official

or unofficial. Official norms are those supported by the officials of a

group or organization. Certain officials in an organization are expeOted

to see that members' behaviors are congruent with the norms which have

apparent group support. In school systems, school administrators and

teLqler organization officers may be the legitimated sources of official

norms which influence the "teacher" role.

A

It is also apparent that there are norms which are enforced by the

majority of the Members of the groups or organizations without the open

approval of officials or superiors. Haas makes an important observation

when he says, "Where members of an organization group are hostile toward

and suspicious of higher level officials, there is almost certain to be

a sizable unofficial norm component in the total normative structure of

the group....No set of planners and norm makers outside of a group or

even the head of a group can ever anticipate all possible situations that
(

arise within the groups...unofficial norms develop to fill the gap for

normative guidelines."

It can be seen, then, that the normative structure of a group or

organizations is multifaceted. It includes the category of behavior to

'which the norm applies, the source of the norm and the official or

unofficial status of the norm.
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Figure 1 illustrates the aspects of the normative structure. Norms

form the context out of which comes the regularities described by Sarason

(1971) in his discussion of the culture of schools and change within the

schools. Sarason makes two points (1) that there are behavioral regulaFities

in schools that have no relationship to the stated outcomes of schools,

but which are ip fact indicators of the intended outcomes of school programs.

(2) "Any attempts to introduce an important change in the school culture

requires changing existing regularities (norms) to produce new intended

outcomes."

Cultural

Figure 1

Sources

Outside Agencies Group Generation
i-

Task

Power or
Authority
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Establishing New Norms

To affect a meaningful change in a school system, the change agent in

Special Education must determine which norms the intended change will affect

and develop a set of strategies to prepare the client system to put new norms

in place. Special educators are prompted by the national movement bringing

about closer and more meaningful interaction between general and special

education so that the apparent social mandate for "normalizing" the handicapped

child could be met. At the state level, legislation and Department of Education

regulations were enacted which implicitly and explicitly mandated new role

relationships and consequently an examination of some existing norms. These

regulations mandated that school districts would establish mechanisms to

develop educational plans and instructional alternatives for handicapped

children. They specifically state that "any special education program or

service should be planned to assist the impaired student to remain in regular

education as much as possible or.return to regular education as soon as possible."

Implicit in this mandate is 4 redefinition of the ways that general educators
1,

and special-educators interac with each other. Generically, the issue was one

of role definition and an examination of the norms associated with those

roles and a readiness for Qstablishing new norms.

The task is now to Assist,groups (special education and.general education)

within the organizatipn (the school district) to understand the implicit new

norms being generated by the state's mandate. In order to accomplish this

task, the need t focus on the facts of the normative structure is paramount.

Task norm : What should special educators do to meet the needs of

handicapped, children? How much should classroom teachers participate in the
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development of building level clans which provide services to meet the needs

of handicapped children? How much should district :administrator's participate

in the development of building level plans which provide services to meet the

needs of handicapped children? What should the school psychologist, classroom

teacher, supportive personnel, and building principals do in the educational

planning process for handicapped children? How much responsibility for the

change process should the outside change agent assume? How much responsibility

for the change process should the clients assume?

Status: Should handicapped children be regarded as having equal access

to normal educational services at the same level as non - handicapped children?

Are outside agents equal with teacners or administrators,or with neither?

Are directors of special education equal to building principals?

Authority: Should teachers have the same information about resources as

top level administrators? Do teachers have the right to be responsible

for planning, what services will be delivered in their buildings? Should

teachers have the authority to. make policy for a research project in the

school district?

After conceptualizing these questions, the special educator must also

decide whether to assist the client system examining the discrepancy

which may exist between the official and unofficial aspects of these norms.

The status and task norms are usually the first,addressed. The

outside resource person and clients should at this point examine the contract

that determines the relationship of the outside consultant with the system. , f

This effort should result in a recapitulation of the original contract, but

with the "non-officials" of the client system arriving at a consensus. around
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the task of the consultant, the behavior of the consultant, the client

expectations of the consultant, the appropriate client behaviors, the kind

and amount of resources the client will invest in the change effort,

and the kind and amount of resources the consultant will invest in the

change effort. This exploration of the normative structure relative to the

4

consultant/client relationship will probably be ongoing, but it must be

focused upon the above guidelines for the resolution of the aforementioned

issues, and shouid,be developed before a serious examination of other aspects

of the normative structure can proceed.

Changing Norms: Interventions and Tactics

Since norms are ideational in nature, a critical intervention in

_examining norms is a discrepancy analysis. This technique entails an analysis

of what the clients state as desired behavior and what are the observed

behaviors.

Departmental rules may specify that certain personnel (support specialist)

will perform tasks in conjunction with the other teacher in the various

,school buildings. Observation and /or personal reports may indicate that the

tasks being performed differ from those ascribed to the role. There may be a
.

policy statement or a state regulation that specifies equal status (as

measured by allocation of instructional resources) for special education programs

and regular education programs. A review of the allocation procedures in

several buildings or district-wide may reflect an inequality.

The districts table of organization may indicate that the director of

special education has equal authority with other personnel on his level.

Observation or data gathered from the role incumbent and knowledgeable, others

may indicate that such is not the ease. Top administration may verbalize
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that subordinates can be responsible for program development, but an

e examination of the history of such efforts indicates that top administration,

has always demonstrated behaviors in which they made the final and crucial

decisions as to what programs would be developed and implemented. Each of

the above is an example of a discrepancy betwedn'the norm and the behaviors

associated with the norm.

The initial task is to develop. -an assessment process which will assist

the clients' focusing on appropriate discrepancies in the normative structure.

Such assistance can be given by asking the clients to describe (informally,

or by questionnaire) the present state of the issue under diicussion

(behavior of supportive personnel) and.then to describe the way they

think it should be. The consultant analyzes the responses and shares the

results of the analysis with the clients. The clients then'must decide if

they want to continue the status quo, i.e., the normative discrepancy, or

if they are ready to begin to develop new norm(s). If the decision is to

reduce the discrepancy between what is and what should be, the consultant,

then poses at least the following questions:

1. What are the present behaviors that support the discrepancy?

2. Who performs these behaviors?

3. What assumptions underly the presen discrepancy?

4. Should the discrepancy be reduced toward what is or what should be?

5. What behaviors need to bechanged in order to reduce the discrepancy?

6. What training or resources are needed to evaluate the viability of

the new behaviors?

7. What focuses in the organization may act against the institution of

new behaviors?
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8. What focus in the organization may act to support instituting the new

behaviors?

An example of key interventions' to decrease the ditcrepancy and make the

official norm a viable part of the new normative structure cf the organization

are listed below. 'These interventions are:

1. Confronting the organization's officials with the unofficial norm.

2. Facilitating the formulating behavior that the organization

official could demonstrate which might assist in decreasing the

discrepancy between the official norm and the unofficial norm.

3. Assisting a policy making board (the committee comprised of the

clients) in conceptualizing those behaviors which they could

practice which would help to decrease the discrepancy between the

official and unofficial norms.

4. Give the policy making body opportunities to practice the behavior

associated with the new norm. Specifically, a consultant trainer,

may present germaine issues, which require decisions. What tasks

should be assigned to the membership or staff? The policy making

group should gradually increase their responsibility for designing

En-service meetings for other participants in the system.

5. Facilitating the client system in establishing its authority over

what services will be delivered in ,their various settings. The

consultant may work with the building teams to increase their skills

in assessing the needs in the school building, determining the

professional climate in the building, and conceptualizing what

alternatives the staff of the building would support.
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6. The consultants might be re4ource linking the policy or building

client groups to others in similar systems who have already

demonstrated how teachers have developed service delivery plans

which reflected their systems needs.

7. Legitimization of, planning activities or new role expectations is

required. This may be accomplished by a face to face confrontation

with the designated organizaticnai. officials. The purpose of this

presentation is to (1) serve as a vehicle for members of the

client system to use. the behaviors which demonstrated their accep-

tance of the new norm regarding tasks, authority, and status of the'

.

teacher role and (2) serve as a vehicle for the official to

demonstrate those behaviors which indicated that they were ready to

accept the new norms regarding tacks, authority, and status of the

teacher role.

Earlier in this chapter it was noifited out that norms are ideas of the

way things should be. By inference, then, one can assess the presence of a

new norm by a group's behavior or verbal statement of that new norm and/or the

consultant can make C.Jservations behavioral changes in an attempt to

measure the effectiveness,of the effort to assist a client system in

establishing new norms. Evidence of the new norm as a behavioral regularity

at the building or setting level might be:

1. Commitment to support with dollars the planning effort by teacher

'building groups by central-office administration
v.

2. New roles in job descriptions for ,personnel of building and district

programs-

-128-

2 J.3



3. Organizational officials encouraging different teaching groups in

other buildings to embard on similar efforts

,

4. System publication and endorsement bystill other significant

groups like Board or Union, in the school district

,

1
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TRAINING ACTIVITIES ON

ESTABLISHING NEW NORMS

V Ronald Nutter

Introduction

A training program to assist in the establishment of new norms should

have the following objectives: to identify the official and unofficial

norms, to identify the role behaviors currently operating, to identify

role behaviors needed to establish a new nomand to provide a low risk

opportunity to practice behaviors associated with the-new norm.

In the initial stage of the training, the consultant uses discrepancy

analysis as the major intervention; in the next stage the consultant assists

the participants as they define what behaviors they will perform to establish

the new norm; in the final stage the consultant is the supportive resource as

the participants practice the new behaviors of the new norm.

System Need Attachment

A school district submitted a proposal designed to change and improve

the relationship of general and special education services and personnel in the

delivery of services to children with special needs. The project was to

(1) increase the knowledge of the teaching staff about the recent special

education legislation;4 (2) in rease the understanding of special services

abailable in the distri (3) develop in seven building plans to meet the

needs of exceptional children in each of the buildings. The proposal

provided that outside consultants would work with the district to carry

out the project.

The critical norm to be examined was: Teachers should plan those

school programs which they will implement. This statement assumes that

(1) program planning is a task which is included in the teacher role and that

d) the authority to make programmatic decisions is also a part of the

teacher role. The administration position was`that this should be and was
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the present state; the proposal was meant as a statement of the norm. The

consultation contract was made with an executive committee composed of

assistant superintendents for instruction and directors of inservice, special

education and the project dilector. The tentative assumption was that there was

no contradictory unofficial norm around these issues. The assumption had to

be tested as a part of building a relationship with the remainder of the

client system in the service buildings and other selected Qentrol office

staff. This was done through a cluster of interventions which were designed

to establish an understanding of the project, the expectations for consultant

behavior and client behavior, and consensus on the goals of the project.

The interventions were:

, 1. A week-long workshop during which the entire project was perceived

in microcosm.

2. An activity during that workshop which gave the clients an opportunity

to exercise authority over the project budget.

3. The establishment of a policy making body composed of teachers,

which had at least equal status with the project director,

outside consultants and (within the mission of the project)

greater status than top administrative officials.

At the next two meetings of the client systems the following intervention

was used : a process to clarify the expected and desired project outcomes.

At this point, as the clients were proXed to reveal what they expected, they

began to voice the unofficial norm regarding die norm assumption listed

earlier, It became clear to the consultants, that a major discrepancy

existed between the official norms for teacher tasks, status, and authority
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as implied in the project proposal and the unofficial norm ih the school

staff as evidenced by the prior behavior of the executive committee amd

building administrator, when teachers exercised the behaviors congruent

with the Official norm.

Simply put, the unofficial norm was that teachers' tasks did not

include program planning, that teachers should not have the status to make

a significant contribution to what happens in their own buildings, and

that teachers should not have the authority to make policy in service

training projects. These unofficial norms had developed as a reaction'to

top administrations! response to previous attempts by teachers to be

responsible for what happened in'programs in their own buildings.

The discrepancy w stated by the Clients, "You (the consultants) say

that they (top administrators) will let us be in charge of developing

these plans.' We know they won't. Look at the project. They said

the same thing about us being responsible and then when we are, they shoot

us down."

The consultants then asked the clients what condition they preferred,'

the one implied in the_official norm, or the one associated with the

unofficial norm. The decision was, albeit with a good deal of circumspection,

to attempt to decrease_ the discrepancy by moving toward the. officialhorm.
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Objective I: To identify the pertinent official and unofficial norms.

Activity #1: Identification of present norm

Materials: Pencils
Paper
NeWsprint, marker

Method of development:

This activity may itself be a new behavior for,the participants. It

may not be usual or acceptable to publically verbalize one's perception of

the "shoulds" of a system or subset of a system. Therefore, this activity

should be done at different times during the training programs. Initially

the participants may only do a superficial examination of the normative

structure, later they may be willing to engage in a more intense look at that

- structure. The consultant'S role at this point is that of question asker,

however the consultant should be prepared to share his beliefs about the

roles under examination as such a sharing 4 often necessary to develop

trust between the particii&-;n. and consultant. ,If a copy Of an administrative

statement, which either affirms present norms or implies new ones is

available, this document may serve as the context for the initial conversation

about the normative structure.

Setting:

The setting should be a room that is large enough to provide flexibility

an seating arrangements, but separated from areas where the ongoing operations

of the system are taxing plaFe. A relaxed, informal atmosphere will be

conducive to an open exchange between participants and consultant.

Directions to participants:

On your paper write these statements:
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In this school district, the Assistant Superintendent does . .

In this school district the Director of Special Education does . .

In this school distLct a 'principal does . .

In this school district a teacher does . .

Complete each' statement by listing those behaviors that you think are

correct for those people to do in this school district. (5 min.)

Choose one other person and share your list with him/her. (10 min.)

Here on the newsprint list the same statements, one on each sheet of

newsprint. Fill them in with the "do's" that you name fOr each one.

So just call theM out and someone 'will record them.

On each of these "do" lists, let's identify those things that we

-

agree are consistent or at least seem to be approved by the most

people in the system.

Post and save this list of,"do's." We can use it to check back to be

revised as we go alohg.

Activity#2: Identify official and unofficial norms.

Materials: See 1

Method of development: See 1

Directions to participants:

Given your task for this project, will you list, those "do's" that

you will be able to perform in the project.

Rank the "do's",associated with the project from one to five. Give

a one as those least likely to happen and a five to those most

likely to happen.

-134-

2 ,i9



What ideas or notions are existing in the system or in your building

that will keep you from performing those behaviors that you think

you should do?

Objective #2: To identify role behaviors needed to establish new norms.

Activity#1: Describing preferred role behaviors

Materials:

Pencil
Paper
Markers
Newsprint

Method of development:

Consultant poses questions and facilitates discussion. A short lecturette

and subsequent prompt for this activity might include a discussion of the

relationship of teachers in the project's work groups present at these sessions

versus others in their back home building setting. The issue of relationship

is critical since these teachers, by their project involvement and pilot

testing of project learnings that will be applied in their respective

schools, will be viewed differently by their colleagues. An examination of

project involvement and its impact on their relationship in the back home work

situation should include:

1. Are you establishing a new relationship With your colleagues, such as,

discussion leader, organizer of meetings, communication linker for

the first time?

2. Are you re-defining a good relationship with your colleagues? (You

have previously been seen as a discussion leader, etc.?)

3. Are you re-defining a poor relationship, you were a victim of

circumstances in a previous pilot project or faculty activity that

failed? -135-
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Directions to participants:

Given the project task, what behaviors do you think will be required

of you?

Of the behaviors you have named, which ones are new to your present

role? Make a list of these.

On one side of a sheet of paper write today's date and describe

what you do' in your role as

On the other side of the paper put the date of the end of the

project. Describe what yOu see yourself doing in your role at that

time.

On a separate sheet list those things that would be helpful to you

in performing your projected role.

Can we share with the group your descriptions of your projection and

those helpful things to get you to your projected role performance.

Consultant leading activity,record those on newsprint, for possible

future reference.

Objective III: To establish low risk opportunities for participants to

practice new role behavior.

Activity #1: Task which requires new role behavior

Materlals: Those germaine to the task

Method of development:

The consultant determines which of the normative dimensions the projected

role behaviors fall, and then designs tasks as part of the training which will ,

give the participants opportunities to practice functioning in a new normative

structure.
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For example, the projected new behaviors may require a different norm

'concerning teachers authority to plan the programs in their buildings. Prior

to embarking upen the practice function, the participant should receive the

conceptual information about normative structures. This is delivered in a

shOrt lecturette, the major points of which can be found in the first part

of this chapter.

Direotions to'Earticipants:

v.,onsistent with the behaviors that you identified as being embodied in

your projected role, what we need to do is get practice in doing some of

those behaviors now that will be a part of your projected role at the end of

the project.

Activit 2: Demonstkation of behaviors consistent with the new norm.

Materials nd setting:

Meet ng room

Copie of printed material
where ndicated

Method of development:

\This activ ty brings together those particip.ints in the system who will

t

be most affected by thd new norm Iflehaviors by more than one group are needed

to establish the norm, then members of all groups must partidipate and perform

those behaviors consistent with the new norm. This ac

r
'vity can take several

forms: it can be a decision making activity in which subordinates and

superiors interact as peers (tasks norm change) ; it can be the presenting of

plans by teachers to top administrators (authority norm change;) it can be a

series of meetings between teachers and top administration held in the teachers'

building instead of at the central administrative offices (status norm change.)
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The consultant's role at this point is that of supportive resource to all

involved participants. If it is necessary to bring various elements of the

system together, the consultant does so. He indicates to each segment that

this activity is an opportunity to practice those new behaviors identified

earlier.

Directions to participants: (Include central office administrators, building
teams and their selected presentors)

As you all knoTa, tears of staff from seven buildings in the district
cr'41,

have been planning alternative programs for children with exceptional

needs. One task here today is to share with the central office personnel,

the results of the planning period including requests for additional

resources, if necessary, to implement the plans.

The central office administrators have been given written statements

from each of the teams. Undoubtably they have questions to pose to

each team's planning effort before they can individually or in unison

sanction this individual plan. At this time we will draw straws and each

team's representatives will present their plan in ten minutes. Then the

central office panel will have twenty minutes to ask questions. No decisions

need be reported at this time. The expectation is that each team will

check out with the help of the process helper, that the central office

panel clearly understands both the plan and their request for additional

resources or support for new behavioral norms either in the building or

between building personnel and central office district program staff.

A ten minute checking out and summarization will be recorded and copies

forwarded to all parties by tomorrow afternoon.
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After today's set of seven presentations of ten, twenty, and ten,

the dentral office panel will convene a second time with the resource

process helper to prepare a written response to each of the items

presented in the seven plans. An individual interview will be arranged

if building teams need any clarification by the central office panel.

Let's begin with the team with the shortest straw. Since each

straw was numbered, each team knows when it will be presenting to the

panel.
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Chapter V

LECTURETTE ON THE DEVELOPMENT OF

ALTERNATIVE DELIVERY SYSTEMS FOR EXCEPTIONAL CHILDREN

Dorothyann Feldis

Alternative delivery systems is a concept that has recently emerged

in education in response to social pressures for local school districts

to Provide educAtional opportunities for handicapped children. The response

of the schools tends td) interpret alternatives as "special" programs for

children who can't achieve established standards through established pro-

cedures. Solutions tend to emerge in the form of compensatory programs
, .

and the labeling of these programs as alternatives ensures their distinction

from established standards.

The educational system has not considered examination of the estab-

lished standards and re-establishment of educational procedures by the adop-

tion of new standards. This section is an attempt to develop the concept

of alternative delivery systems in a way that focuses on the educational

process as it is functioning and as it needs to function if equal educe-
.

tional opportunities are to be provided for all children.

The term alternative delivery system is viewed as a system where

all children are consideied part of the structure and where appropriate

learning opportunities are provided for them as members of the system.

From this vantage point, .a discussion of alternative schools cannot Over-
.

look the role of the school as an agent of society. Society determines the

standards on which schools function at two levels: legal and normative.

The function of the legislature is to mandate what is legal according to

a state constitution and the function of norms is to mandate what will
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maintain the existing social class system. Each is influential in the

process of developing alternatives in schools and change requires consid-

eration Df both.

1

Judicial action can be viewed as a directive to the schools from the_

legal social context in which the schools exist. This has been expressed

in the last 20 years through cases where individuals challenged the state

in reg_rd to their rights and privileges as human beings. Brown vs,. Board

of Ed 1954, set a precedent in that it overturned earlier decisions up-

holding "separate but equal" educational,facilities for children of differ-

ent races and outlawed_ school segregation. J.W. Davis, the attorney for

South Carolina in the Brown case, opened his argument to the supreme court

in this manner:

May it please the court, I think the appellant's
construction of the Fourteenth Amendment should
prevail, here, there is no doubt in my mind that
it would catch the Indian within Its grasp just
as much as the Negro. If it should orevail,-I

am unable to see why a state would have any
further right to.segregate its pupils on the
ground of sex or on_the ground of age or on the
ground of mental capacity.

In rater years, cases for the right to an education of t e handicapped

were argued on that very premise, This is one of many cakes involving the

hts of the individual versus the institutioptthat have occurred in the

two decades and have drawn attention to the individual's right to an

education, regardless of his race, sex, mefttal capacity, or physical Lbil-

o
ities. Awareness of the individual's rightsVin relatiodShip to the insti-

tution has forced schools to seriously consider the education of all children.

In most states, the legislature is responsible for provi ing mandates

1Brown vs. Board of Education, 347 U.S. 483, 74 S.Ct. 686 (1
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to legally ensure the education of all children in that state. As a result,

the structure of the school system within each state is controlled by the

action of the legislature. This can be viewed as one vehicle. through which

society expresses desires for change.

During the past five years, school systems have foun themselves

confronted by legislative.mandates that require a change in the way ser-*

vices are delivered Ito children with special needs. The mandates outline

certain rights and privileges that must be afforded; however, they havetno..---

way of ensuring that the child will be regarded as a member of the system.

Consequently, the delivery of any service to children is affected by the

norms of those who deliver the service. Legislation may ensure the

ery of services, but it does not ensure inclusion of the services as part

of the established standards of the system. Legislation is instrumental in

overcoming ,a child's physical exclusion from the system, but 'it-1°es not

overcome psychological separation from the system. Legislation cannot con-

-

trol the norms and attitudes of the individuals who operate the system.

In considering the develfopment of educational opportunities for a

wider range of child variance, physical placement of children into.the

system is only one small aspect of program development. The valuation of

achievement and behavior are norms on which the internal functioning of the

organization are built and that school personnel, as well as the community,

support. Talcott Parsons (1968) describes the situation succinctly when he

states:

The elementary school class is structured so that
opportunity for particularistic treatment is severely

limited. (Parsons, p. 75)
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Consequently, developing alternative'systems that provide for child

ance refers not only to the availability of services but to the nature of

their delivery. Traditional, accepted, and unquestioned norms govern the

functioning of- schools in such a way Entetw-dtructural changes do not greatly

influence internal functioning. The functioning of the classroom was not

designed to deal with child variance. Schools need a process to examine

the norms that the present system is maintaining anc the consequences of

changing those norms, that are inhibitingthe social growth of the educe-
'

tional system.

Opening the doors of-schools to handicapped children

I ,o

same as providing educational alternatives designed to Meet

dividual needs with the mainstream. Developing educational

is not the

a child's in-

alternatives

demands a re-examination of the internal functioning of the organization

and ehe values, attitudes and relationships from which the existing struc-

ture emerged.

Sarason (1971) suggests that educational systems should focus on the

situation rather than on the individual and what is good or bad for him, in

order to discover new procedures. This is an ecological approach and pro-

vides an'opportunity to view the situation and the way it functions. In

essence, this procedure begins to raise questions iegarding accepted-tra-,

J

ditional practices that "no longer require reflection and scrutiny."

questioning existing procedures isSarason (p. 91) acknoWledges that

threatening and disconcerting; however, he also emphats that failure

to examine the existing 'situation will prevent us krom diScovering the
. A

existing<suniverse of alternatives."
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Some specific alternatives emphasizing, integration of the handicapped

child into the mainstream have been developed by educators throughout the

country. However, most of them concentratg on dia) Osing academic deficits

and providing alternative instructional techniques tq compensate for the

deficits.

These alternatives are instructional alternatives, not educational

alternatives. The child is still being asked to comply with the establishes)

educational structure. The merits or lack of merits of.the existing struc-

ture have not been reviewed and the possibility of developing alternative

structures has not been considered.

Educators are responding to the external or social pressures to

develop educational alternatives in a variety of ways. Most of the responses

can be classified as either liberal, conservative, or radical. Educators

responding within a liberal framework stress the rational, logical, and

humanistic reasons for instituting new alternatives and relying on the

rational and logical components of man's nature for change to occur.

John Dewey (1938) was one of the first liberal theorist's to discuAs

education as a process, a gleaning of experiences from which certain phen-

omena are recognized, stimulated, and created. He speculated on the various

posSibilities of education. His arguments are logical aud exciting, but

they do not offer educators strategies to implement such procedures into an

existing system. The rationale itself is ssumed to be the motivation for

chapge.

Those responding in a conservative vein consider aspects of re-educa-

--t,ion and the Introduction of new roles. They tend to focus their attention
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on the child, his academic deficits, and the development of-compensatory

programs. Diagnostic- prescriptive teachers and resource room programs

appear to be efforts to help the child meet regular classroom expectations.

Headstart progLams are another example of tremendous efforts on the part of

society to have children reach certain accepted standards. These programs

applaud a rise in reading levels; however, they do not examine the academic

criteria that is used as an entrance requirement for membership into the

educational system. These criteria are simply accepted and programs are

addressed to them. Evaluation of the existing structure and its functioning

is-not prevalent.

The more radical responses condemn the preseht procedures and stress

the damage inflicted on the development of human potential by the schools.

In an effort to develop a new basis on which the structure of the educational

system can be based, many radical educators have left the established system

and have started their own schools. Generally, a new set of norms is accepted

by the collective group of individuals who are implementing the Standards.

The efforts of Jonathan Kozol (1972) and Herbert Kohl (1969) express the

establishment of alternatives based on new norms. Theorist Ivan Illich (1972)
4

supports the idea of establishing new ways to interpret the concept of school

and education, but stresses that in order for alternatives to occur society

must first be "deschooled."

In the midst of all of these reactions, schools remain unchanged.

r
3

-These responses to uncomfortable situations are not, in themselves, solutions.

Specific strategies need to be develOped to systematically implement alterna-

tives that school personnel ale encouraged and rewarded for implementing.
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Chin and Benne (1969) outline three strategies for facilitating

chang They are the rational-empirical, the normative-re-educative,and

the power-coercive. The rational-empirical assumes that man is rational

and change\is adopted if it is rationally justified. The normative re-edu-

cative strategy addresses the belief that actions and practices are governed

by socio-cultural norms and an individual's commitment to those norms.

Change occurs as norms shift and new commitments to new standards develop.

Chin and Benne (1969) emphasize that this strategy involves changes in

.

attitudes, values, skills, and significant relationships,
not just changes in knowledge information, or intellectual
rationales for action and practice.

.

The power-coercive strategy uses power and coercive tactics to gain com-

pliance of those with less power. This does not imply a change in atti--

tude or approach of those implementing the directives.

Most of the discussion in this section deals with the normative-re-

educative strategy, a process used in schools to identify and consider

established procedures and the consequential programming. The purpose is

not to present a specific alternative deliNie.., system, but to illustrate

, -

strategies that will raise to a level of consciousness various alternative

approaches in particular situations and techniques that will facilitate

their adoption within the educational system.

Whether or not the proposed process, actually can change traditional

norms is an unanswered question. However, it is an attempt to recognize
lr

existing norms and their impact on the development of alternative delivery

systems.

/
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This theoretical framework assumes that schools are conservative

institutions, based on norms that are traditional to American heritage.

Changes within such a system involve \hk:)t only the rational thinking of the

liberals, but also re-education procedu2'es that can be instrumental in ac-

quainting personnel with new viewpoints and also support in their attempts

to implement the changes. Planning for change'needs to involve those in-

dividuals whose daily activities will be affected as well as those who

have decision-making positions and power within the system.

Change itself can be defined as "any significant alteration in the

status quo . . . which is intended to benefit the people involved" (Havelock',

1973, p. 4). Planned change is intentional and evolves through a deliberate

process. The success of the change depends on the process from which the

change emerges.

In the development of educational alternatives, a change in the func-

tioning of educational institutions is requested.' Theoretidally, if change

which represents the commitment to a new set of norms is to occur, the in-

dividuals that are responsible for operationalizing the change need to

participate in the process of developing the new standards. This is the

basic concept of. tne planned change model developed by Havelock (1973).

Group decision-making requires the.inclusion of all elements of the system

affected by change. Often such a'group is called a task force and consists

of all personnel affected by the problem under investigation. This approach

provides the opportunity for those who implement the proposed alternatives to

be a functioning part of the decision-making and planning of alternatives.

The actual development of alternative systems can be analyzed, within
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fr
specific situations, by plotting the stages and process of the decision-

making group or task force. The following zet of activities is an illus-

tration of a process that was used to assist a school district in becoming

more conscious of the "universe of alternative" in choosing alternatives in

specific situations and in systematically developing a procedure to imple-

ment alternatives that would more adequately meet the needs of all children

as members of the system;

vas
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TRAINING ACTIVITIES ON ALTERNATIVE

SERVICE DELIVERY MODELS

Ronald Nutter

Introduction

Developing service delivery models can be a counter productive

activity if the models developed have little or no real possibility of

being implemented. The'possibility for implementation is increased if the

developers of the models are also the_persons who will be responsible

for implementing the models. In school systems, the development of

service-delivery models is often seen as a planning function and, therefore,

the job of administrative personnel. Often the administrative personnel

are not persons who will implement any plans developed. Teachers and

other staff members will find themselves in the position of being expected

to implement plans in which they had no significant part in'developing.

The effort to develop service delivery models with significant input from

the prospective implementors must include the.following steps:

legitimization of planners' role

establishing consensus decision making as a standard

identifying planners as persons responsible for the development

of the plans

identifying planning skills needed by plan developers

' facilitating practice application of planning skills

The following examples of activities are based on three objectives

which reflect the above steps. These activities will illustrate how an

outside consultant can work with a school district to develop service

delivery models in a set of buildings within the school district.

System Need

A school district instituted a iroject to develop plans'in selected

school buildings for meeting the needs of exceptional Children.
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This project required that in seven buildings (1) the staff would be

provided the knowledge and attitudes toward exceptional children would be

assessed and addressed (2) staff would become aware of the present mandatory

legislation regarding the education of children, with except4nal needs (3)

the staff would become aware of he supportive services presently available

in the district and (4) a building specific and comprehensive plan to

deliver services to children with exceptional needs would be developed.

The system was committed to developing alternative service delivery

models for handicapped children. The top administrative personnel' wished

that these models would include plans which had a high likelihood'of being

implemented. To adhieve this goal, the system was ready to support efforts

in obtaining the significant involvement of those persons (teaching staff)

who would implement the plans.

The opnsultants worked with a group of representatives from the schools

in the project. These representatives were to receive training and dis /eminate

this training to other members of their school staffs. The consultants met

with this group on the average of twice a month duking the school year.

The overall training design should have objectives addressed to these

specific issues in the following sequence: commitment, to task, planning

skills, application of planning skills, production of plans.

Setting:

The activities should be conducted in a small room, large enough to allow

for a variety of seating arrangements (around a tables circle, separate

groups;) a chalkboard and projection screen should also be available.
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Training Program

Objective I: To develop the participants' commitment to the planning task.

Activity #1-: Defining the task

Method of development:

This activity is done by all members of the group. If a proposal,

project description or memo exists which gives the official definition of

the task, each of the group members should have a copy of this and should

have read it prior to this activity.

The-consultant lists the definition on newsprint.

Directions to participants:

1. Take a piece of paper and write down what you think your task as a

member of this project is. (5 min.)

2. Select one person with whom you will share your thought. (10 min.-)

3. What are the thoughts that we have? (These are listed on newsprint

before the group) (10 min.)

4. Now can we define what we see the task to be in a sentence or two?

(10-20 min.)

5. Building task forces write project major goals and identify specific

objectives within.

Activity #2: Insuring commitment to task.

Materials and setting:

Markers, newsprint

Two half sheets of paper with carbon paper between them

Method of development:

There whould be a short time interval between this activity and the

preceeding one. The participants should have had a least a night since the
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prior activity.

Directions to participants:

You have had some time to think about the task before us. Some of you

may no longer feel that you can be a part of the effort. Now is the time

for you to drop out if you so desire.

The half sheet of paper you have is a blank contract. You will fill in

the details. You all-have a sense of what the project's task is. Given

that understanding, write a response to these statements.

1. As part of the project I will do . . .

2. So that I can do the things that I want to, I will need to .

Be sure that your responses to number one refer to behaviors that

you are willing to perform in the project. Your responses to number two

should specify additional help or skills that you feel you need, to do what

you want to on the project. Date the contract, keep a copy and turn one in.

Activity #3: Success identification

Materials:

- -Crayons
Newsprint
Masking tape

Method of development:

This activity will require some private space for each participant.

It whould be done in a fairly relaxed atmosphere with all participants being

involved.

Directions to participants:

It is sometimes helpful to remind ourselves of how competent we are.

This activity is ,based on the assumption that each of us has'succeeded and

4

can continue to succeed and that we do not have to be shy about our successes.



01)e way to get ready to continue to succeed is to stop for a moment and

review some past significant successes. The neat thing about personal

success is that you'are the only one who has to judge something your success

for it to be so.

I am going to ask you to dkaw a series of pictures showing a success

during a specific part of your life. The pelts of your life are elementary

school years, between the ages 5-12; the teen years from 13-16; the young

adult years from 17-22; the'first three years of your teaching career; and

last week. Draw a picture of your success durfrig each of those periods

of your life. (30 min.)

Get into groups 'of four and share your successes with the other three

people in your group. (15 min.)

Project Successes

Activity #4: Costs and Benefits of participation in the project.

Materials and Setting:

Pencils
Paper
Small meeting room, informal seating arrangement

Method of development:

All members of the group participate in the exercise. This activity

should occur fairly soon after the preceeding three activities.

Directions to participants:

Assuming that doing one seE of things means that we don't. do some

other things, we can look at what you will-give up due to your participation

in the project and what you will gain as a result of yourparticipation in
I

the project.
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Take a couple of minutes and think about those two sets of things.

On your sheet of paper make two columns, one headed "Costs" and the other

headed "Benefits.", Under "Costs" list the thing that you might lose as a

result of your participation. Your. list might include time, privacy, lunch

hours, etc. Under "Benefits" list those things that you hope to gain as a

result of your participation. This list might include such things as

release time, chances to meet with colleagues, recognition of professional

groWth, etc. (15 min.)

"Are you willing to share your list with-the rest of Us? Let's compile

a large list up here on the newsprint. I'll record as you dictate."

(30 min.)

Objective II:

To develop the participants' planning skills.

Generate a list of the activities

Identify those that were effective and those that were less effective.

Given what you have done this far in your buildings, what do-you

see to be the next steps?

Activity gl: Data gathering

Materials and setting:

Overhead projector

Transparencies

"Present state of services/desired state of services" questionnaire
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Method of Development:

The first part of this activity is conducted as a planning skill

building lecturette. The major point of the lecturette is that data

gathering should be seen as an activity in which specific questions about

specific phenomena are asked Ly designated means to clearly defined popula-

tions. Figure 1 illustrates the data gathering cube that was used as a

visual aid to support the major thrust of the lecture.

Population(s) to be asked

Special Ed.
Services

Readiness of
Staff `to plan

Organizational
Climate of School

Knowledge about
Exceptional Children

Attitudes toward
Exceptional Children

^-,e 3
fiftt `.11

0
0 A0 Ar kr fiAi 0 0

(ZI .1 7

0)
4

.ci

,c .4., *--f

,z)

Means to obtain data

Figure 1
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The seCond!segment of the activity consists of discussig an informal'

data gathering instrument. This inst.uoment asked the respondent to.indica e
- )

A

what types of exceptional ohildrenswe4 bein

,

was providing the se vice, how oftent4 4
.

rviG. e-.4,:as ,Peing provided, how
_

*

the service was being provided, and OhetErt e service was being provided:

ed in the building, wIlp

On the other page of the instrument the resp nderit is asked to, indicate

what should be the services in the'building across the same dimensions as

defined in the "what is" part of the'iA
/

strUment. The third segment of the
.A

'activity is a 'discussion of the formal data gathering inst dinepp alhdlable

to the teams. These included the Rucker:Gable, 1974; Graeb (1974) the'Changing '

_Organizational Patterns of Service Delivery (tQPSD), and a professional.. '

climate queStionnaire: .4

The fourth gmentpf the activity is an opportunity for the participants
4 ;ft

to develop a datafgathering cube for individual buildings.

Instructions loarti_psipatits:
. f

s'
.

.,
_

r

Using the data gathering cub,e, as a model, arielop a guide for

your teams dyta athefing effot in your building.

17 Select an appropriate data gathering instrument_to use in your
.

x
. .^.

build in g to ether data fof.your analysis.
/

. 4 i
A < /'Activity #2: Data.analysis

s.

A 4.

.34 4

-Materials and setting:
t

Markers and newsplpt
Copies of completed informal data gathering instruments
Copies of completed4ormaridata gathering instruments

t,

Method of develo ment:

.
.

As a Urs ste , thepconsrltant does
.

c. model analysis of one,data
...,

gathering' instrument. The data emphasized is that which points out NY:at the

A
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respondents in one building want to be the service package for that building.

Next, the participants are asked to perform an analysis of their data.

Directions to participants:

Using the data from,your instruments, arrive at a consensus statement

which describes the needs of'your building at this time.

Activity #3: Deve g data based plans

Materials and tting:

Results from data gathering instruments
Statement of the analysis from the data
Markers and newsprint

Method of development:

This activity should be repeated as a way of increasing the ability

to use data for planning. Recently gathered data should be used for each

of the repetitions-. .

'Directions to the participants:

Brainstorm a series of statements which are the opposite to the
4 O.

/problem isiatement generated from your data analysis

Arrive at a consensus on 11 purpose statement derived from your list

/ 1 ,

Identify the parts of the purpose statement which aredirectly

related to parts of the problem statement

Activity #4: Lecturetteon compalents of service delivery models .

Objectives:

To increase participants' ability to develop a conceptual fFamework

for alternative service delivery plans

Materials and setting:

Ov'erhead projector
Transoarencies
Shall meeting room
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Method of Development:

This activity is conducted in an hour to an hour and a half session..

The lecturette-stresses that any building-based service delivery system for

children with special needs must include the following components:

strategies for referral and identificatio i, strategies for child and educa-

tional program assessments, strategies for educational 'planning, strategies

to evaluate and monitor the educational plans implemented.

The lecturette is most effective when it isil,Presented to a small group

0

with ample opfortunity for questions and exchanges between the speaker and

the audience.

Directions to the participants:

Incorporate the concepts presented in the lecture into your proposed .

building service dtlivery plans. l'-.1...-

.$,'

Activity.15: Examining Feasibility limits

Material and setting: ..7)

Paper and pencils
.

Method of development:

This activity is primari ly a discussion to identify what alternatives

the participants feel are appropriate and feasible within the system. They
11 .

determine what components must be included in any Alternative service

delivery plan for their building.

Questions for participants:

*v.

1. How varied can a program for serving children be in your building?

2. What must be in the plan to be acceptable to you and your peers?

3. What must be in the plan to ensure that it will help to serve the

needs of children?

Activity #6: Alternative instructional arrangements..
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Materials:

PTP filmstrip, Principals' Training Ptogram (1974)
Audio cassette
Projector
Audio recorder
Newsprint
Pens

Method of development:

This activity is begun by showing the Principals' Tr,' ning Program

filmstrip which discusses three model's for instructional alternatives.

This is an Information input for the participants, it is intended to give

a frame of reference for one direction for their plans to go. It is not t

be presented as the answer.

them

The participants are then divided into three groups, one for each mode

!

presented in the filmstrip. Each group appoints a recorder and a discussion

1

leader (if the total group is large enough) who responds to the questions belo

Each group records and presents the results of learnings to the other two

groups in twenty minutes. A comparison grid can be generated and used in

subsequent discussions with teams.

Directions to participants:

"As each of you sees it, what are the advantages and disadvantages

of the model you are looking at?"

As the members of the group give an opinion, the other members are not

to argue or debate that opinion; each opinion stands as is and is to

be recorded on the newsprint for each group.

Look at the list from each group,_compare the strengths and

weaknesses of each model, especially in light of what you know

about your building.

Objective III: t.

To provide an opportunity for participants to demonstrate their

planning skills
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Activity #1: Simulated presentation of final plans.

'Method of development:

This activity is,done.using two groups. ,One group takes the role of the

critical audience as the other group presents. The critical audience should

represent a real audience that'the presenting group will have to discuss

its plans with.

Materials and setting:

Pencil, paper
Copies of plans to 'le presented
Audio visual equipment as necessary

Instructions to participants:

You are a group of (parents.) You are somewhat familiar with the
if

planning activity that has beedgoing onat the school since the teachers

doing the planning have contacted you as they have been developing the plan.

You have been asked to attend a meeting with the planners to discuss

the final plan. Your questions should reflect your concern that the proposed

plan contains the necessary elements to enable it to meet the needs of

handicapped children in the school. You also want to get a clear understanding

of the plan and any demands that it may make on you.

Presenters:

The audience is composed of people that you know and have contacted

on other occasions. Their questions will reflect their concern that the plan

will in fact meet the needs of handicapped children in your school.

-) As part of your preparation for the presentation, do the following:

decide which member or members of your team will lead the presentation

assign specific tasks to each member of the group

if you are using audio-visual equipment, make sure it works before

you need to use it
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N
are there members of the team who should not speak? If so,

make it a part of their task to remain silent.

The "rehearsal" should take place in a small meeting room with a

table large enough for both groups to be seated around it. Individual

roles should be assigned to the members of the critical audience if.it

is known th t there are specific persons in thereal critical audience who

need to be identified and addressed.

General roles should be assigned to the members of the critical

audience if the real audience does not contain speciVc individuals who

need to be thought of in the plan presentation.

U.

4
r1 4
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